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ABSTRACT 
The exploratory study presented in this thesis is a case study, interpretive in nature and 
located in the qualitative paradigm. The conceptual focus is on differentiation, 
recognizing that learners vary from one another and so will need educators to consider a 
wide range of factors to enable learners to learn. 
The objectives of the study arc: 
• To identify what Whole School Eva luation (WSE) supervisors understand by the term 
differentiation (conceptual) 
• To identify how WSE supervisors expect differentiation to be achieved by educators 
(conceptua I). 
[n order to contextualise this research, a further objective was considered necessary: 
• To identifY the roles ofWSE supervisors (contextual) 
This was set in the context of mathematics, science and technology education. 
The study was carried out with a group of ten WSE supervisors who wcre involved in 
evaluating Mathematics, Science andlor Technology education in the GET (General 
Education and Training) Band. Analysis of questionnaires and documents led to the 
identification of supervisory roles, while analysis of semi-structured interviews revealed a 
range of dimensions related to differentiation understandings and expectations. These 
dimensions have been developed into a typology. which is then drawn upon in the 
development of a new conceptual model of differentiation, particularly relevant to the 
South African context. 
Findings presented in the study represent an attempt to understand and make 
recommendations related to policy, practice, research, curriculum and learning support 
material (LSM) development, training and eva luation. Textual layering in the form of 
reflective footnotes and issue boxes. plus specific reflective sections in the main text e.g. 
limitations and assumptions, help the text to achieve this goal. 
ii 
While the study was foclised on the context of mathematics, science and technology 
education, it became apparent that the findings could be applied across all the learning 
areas. 
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Chapter I: Introduction 
CHAPTER 1 
INTRODUCTION 
The research presented in this thesis explores the role of whole school evaluation (WSE) 
supervisors and their understandings and expectations around the concept of differentiation. 
The study is described as a case study, interpretive in nature and located in the qualitative 
paradigm. The objectives of the study are: 
• To identify what Whole School Evaluation (WSE) supervisors understand by the term 
differentiation (conceptual) 
• To identify how WSE supervisors expect differentiation to be achieved by educators 
(conceptual) 
In order to contextualise these insights it was considered necessary: 
• To identify the roles ofWSE supervisors (contextual). 
This was set in the context of mathematics, science and technology education because this 
was my area of experience and expertise and a particular area of concern in South Africa. 
During the course of my journey as an educator, educator trainer and learning support 
material (LSM) developer in OBE thus far, I have experienced that there is a lack of 
awareness, amongst many educators and LSM developers, of what exactly is meant by 
differentiation in terms of classroom practice, or what is expected from educators in their 
teaching during WSE. With this in mind I considered it would be valuable to explore this 
concept. 
The text of this thesis attempts to capture significant issues of the research journey itself, 
personal reflections, as well as address the objectives of the study. Issues written in boxes and 
footnotes describe personal reflections and responses during the course of my research. My 
personal reflections are based on my own experiences and background. Participant quotes are 
used throughout most of the thesis to enrich and support the work. The quotes are coded 
according to participant [P], interview [I] and line numbers [L]. Data from the questionnaires 
is referred to as [Q]. In certain instances, when an interview could not be finished, participants 
responded to questions in writing. These are referred to as [F] with the comment number 
referenced to transcript, next to it. My responses during the interview are in bold italics, 
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whereas the participants' responses are in regular italics. Participants are all referred to as 
'she' to avoid disclosure of their gender. 
I have been trained as an educator in the U.K. where I specialized in Science and Mathematics 
education for the upper primary school. I taught in the U.K. and underwent an Office for 
Standards in Education (OFSTED) inspection prior to moving to South Africa. Currently, I 
am involved in writing textbooks for schools and have occasionally had the privilege of 
training teachers, Heads of Departments (HODs), principals and district officials on 
Outcomes-based education (OBE) and Outcomes-based assessment (OBA). 
Chapter I - Introduction, offers a brief introduction to the research presented here and 
provides a framework of the whole thesis. 
Chapter 2 - Context, orientates the research both physically and conceptually. The physical 
section locates the research in its South African educational context and describes WSE and 
WSE supervisors who work at OFSTED. The conceptual section explores the main concept of 
this study, i.e. differentiation, as documented in the literature. This section looks at how 
differentiation is defined (what), the practice of differentiation (how) and finally the 
importance of differentiation (why). 
Chapter 3 - Research Design, describes and orientates the research methodologically - an 
interpretive case study in the qualitative paradigm. Ten WSE supervisors who were involved 
in evaluating Mathematics, Science and/or Technology in the General Education and Training 
(GET) Band participated in the project. Data was generated by means of fairly closed 
questionnaires and individual semi-structured interviews. The interviews were transcribed and 
a thematic analysis was undertaken. Some appendices are included to show how data analysis 
was carried out using words, capital letters and bold text to identify the themes and sub 
themes respectively. Analysis of WSE documentation was used to build a picture of the 
physical context, which has been included in Chapter 2 - Context. Issues identified during the 
course of my research journey, based on the techniques used and assumptions made are 
included in this chapter, which reflect a critique of the process. 
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Chapter 4 - Data Analysis, presents an overview of what emerged from the process of 
analysis. This chapter is divided into two sections: contextual and conceptual echoing the 
structure of Chapter 2 - Context. In the contextual section, different supervisory roles are 
identified. Other interesting themes, which though not directly related to roles, have also been 
elaborated on in detail. In the conceptual section, analysis of understandings and expectations 
around differentiation is presented. A typology of categories, themes and sub themes, which 
was developed from the analysis is also presented in this chapter. While the analysis of 
understandings is presented in a tabular form using direct quotes from the participants, the 
analysis of expectations is presented in a more discursive format with reference to only few 
direct quotes. This is due to issues of space and complexity. Specific issues that emerged, 
have also been elaborated on to add richness to the quality of this research. 
Chapter 5 - Conclusion, presents an overview of the research, and makes recommendations 
for both future research and development around the concept of differentiation, highlighting 
issues of significance related to WSE, teaching and learning. A model of differentiation for 
the South African context is also presented, which has been developed, based on O'Brien and 
Guiney's (2001 :70) and Fortuin's (2003) model. 
No claim is made around generalizing the findings of this study. However, readers are invited 
to engage with the text in order to generate greater awareness of the understandings and 
expectations of WSE supervisors and to find possible significance with their own 
understandings and expectations around the concept of differentiation. 
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CHAPTER 2 
CONTEXT 
In the previous chapter I provided a brief framework for this thesis. The purpose of this 
chapter is to provide a background of, and justification for, my research. The context is 
documented in two sections: the physical and the conceptual context. This chapter is aimed 
not only at situating the work physically and conceptually, but also theoretically. 
The physical context section situates the research in the macro-context of South African 
education and more specifically within the context of WSE. The Gauteng Province has 
established OFSTED to monitor and evaluate educational standards across the Gauteng 
Province through processes such as whole school evaluation. I attempt to background my 
study by providing an overview of the purpose and function of WSE, as well as describe the 
role of WSE supervisors. The participants involved in the research, WSE supervisors, will be 
referred to more specifically in Chapter 3 - Research Design, and Chapter 4 - Data Analysis. 
The conceptual context section explores the main concept of this study, i.e. differentiation as 
documented in the literature. This section looks at how differentiation is defined (what), the 
practice of differentiation (how) and finally the importance of differentiation (why). 
Literature drawn upon in this chapter does not only refer to the South African context, but 
also the international context, which is considered as significant for the new curriculum in 
South Africa. 
2.1 Physical Context 
2.1.1. South African education 
South Africa has seen many changes in education since the new government, the African 
National Congress (ANC), came into power in 1994. Taylor, Diphofa and Waghamarae 
(1999:27) state that 'with the institution of the first democratically elected government in the 
history of the country, a vigorous effort was mounted to reform South African schooling' . In 
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response to the needs for change in education, including meeting the needs of the diversity of 
learners, a transfonnational outcomes-based approach to education was developed and is 
currently being implemented in schools . These 'outcomes encourage a learner-centred 
approach and activity based approach to education' (DoE, 2002a: I). 
Learner-centred approach to teaching/learning can be said to be an outcome 
of an integration of overlapping and sometimes different perspectives on 
teaching/learning ... perspective that couples a focus on individual learner's 
heredity, experiences, perspectives, background, talents, interests, capabilities 
and needs. (Pulist, 2001) 
Transfonnational Outcomes-based education (OBE) may be viewed as a collaborative, 
flexible, trans-disciplinary system, which is geared towards empowering learners (Van der 
Horst & McDonald, 2001:20). Underpinning the outcomes-based approach to education is a 
philosophy of striving to enable all (my emphasis) learners to achieve to their maximum 
ability (DoE, 2002a:I). Each learner's needs are catered for by means of a variety of 
instructional strategies and learners are given the necessary time to fulfil their potential (Van 
der Horst & McDonald, 200 I: 12). The intention, therefore, is that the curriculum is made 
accessible to all (my emphasis) learners by taking their diverse needs into consideration. 
After the introduction of OBE through the vehicle of Curriculum 2005 (C200S) in 1996, 
South Africa's education system has seen profound changes in teaching and assessment 
policies. Educational policies make reference to range statements, which indicate the scope, 
depth and parameters of learner achievement. Range statements allow for multiple learning 
strategies, for flexibility in choice of content and process, as well as for a variety of 
assessment methods (DoE, 1997:36).1 
C200S was reviewed by a Ministerial Review Committee in 2000 and a report was presented 
during the same year. The issues raised in the report were 'resolved' by the cabinet. The 
revision resulted in a Draft National Curriculum Statement (NCS) for the GET Band, which 
was made accessible for public remarks in 200 I. The Draft NCS was then revised during 
200112002 and introduction of the Revised National Curriculum Statement (RNCS) took 
place in the Foundation Phase in 2004. The RNCS, it is argued, is a streamlined and 
strengthened version of C2005, maintaining the principles and purposes of OBE. It is being 
I In my conversations with educators during workshops, I have come to understand that many educators are 
really struggling with the practicality of using a variety oflearning strategies and assessment methods. This, in 
part, has motivated the focus of this research. 
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introduced in the Intermediate Phase this year (2005), and will be introduced in the Senior 
Phase in 2006. 
The new curriculum is designed to create an 'awareness of the relationship between human 
rights, a healthy environment, social justice and inclusivity' (DoE, 2004:3). The curriculum 
particularly attempts to raise sensitivity around issues such as poverty, diversity, 
multilingualism, inequality, race, gender, age, disability, and epidemics such as HIV/AIDS, 
safety and human rights (DoE, 2004a:3). 
Issues such as poverty, inequality, race, gender, age, disability and challenges 
such as HIVIAIDS all influence the degree and way in which learners can 
participate in schooling. (DoE, 2002a:2) 
Van Niekerk and Killen (2000:93-94) acknowledge some of the underlying principles ofOBE 
as educators allowing learners to learn in different ways and at different rates; educators 
varying methods of instruction to suit the learning and having high expectations of all 
learners. Such issues, together with the kind of learner envisaged, are regarded as very 
significant to the conceptual focus of this research, differentiation. The concept of 
differentiation is explored in section 2.2. 
The learning area focus of this research is the field of Mathematics, Science and Technology 
(MST) education. This not only reflects my own field of interest and experience, but is also an 
area of much concern in South Africa in terms of learner achievement. In response to this 
situation the National Strategy for MST Education (NSMSTE) was launched in 2002. Aligned 
with this, the Gauteng Department of Education (GDE) MST Strategy was launched to 
improve the teaching and learning of MST education (Dlami, 2003:2). This strategy was 
formulated around a model based on five elements embedded in pedagogy and research: 
curriculum development, professional development, materials support, assessment oflearning 
and administrative support. It may be argued that differentiation is of relevance to each of 
these aspects. It is regarded here, however, as being of particular relevance to 'assessment of 
learning'. This will be explored in section 2.2, when differentiation is defined and described 
in detail. 
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2.1.2 Whole school evaluation 
The White Paper on Education and Training (DoE: 1995) highlights the right to quality 
education for everyone through two main goals. The first goal is to 'redress the 
discriminatory, unbalanced and inequitable distribution of the education services of the 
apartheid regime, and secondly to develop a world-class education system suitable to meet the 
challenges of the 21 Sl century' (DoE, 200 I a: 8). 
For many years, South Africa has seen no national system of evaluating school performance 
and there has been 'no comprehensive data on the quality of teaching and learning' (DoE, 
200Ia:7). To rectify this situation, the National Policy on WSE has been introduced (DoE, 
200Ia:7). 
The purpose of WSE is to evaluate the overall effectiveness of a school -
including the support provided by the district, school management, 
infrastructure and learning resources - as well as the quality of teaching and 
learning. (ELRC,2003:3) 
The policy on WSE (DoE, 200 I a:3) has been recently declared national policy in South 
Africa to help the monitoring and evaluation process to improve the quality and standards of 
performance in schools . The 'external' whole school evaluation, is carried out by supervisors, 
according to stipulated national criteria. This is an integral part of the new quality assurance 
approach (DoE, 200Ia:8). Incorporated within WSE is the notion of whole school self-
evaluation, according to the same national criteria carried out by individual schools. 
External WSE, as conducted by WSE supervisors based in OFSTED in Gauteng allows the 
Provincial Education Department and the National Education Department to evaluate the 
performance of schools, so that judgements can be made about how the schools are 
functioning. The approach is developmental in the sense that the evaluation should highlight 
strengths and areas for development for each school (ELRC, 2003 :28). 
Whole school evaluation is the cornerstone of the quality assurance system in 
schools. It enables a school and external supervisors to provide an account of 
the school's current performance and to show to what extent it meets national 
goals ... This approach provides the opportunity for acknowledging the 
achievements of a school and for identifying areas that need allention-
(DoE,200Ia:10) 
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The approach of the WSE process is different to the ' inspection' process from the previous 
educational dispensation. 2 One thing that has changed, is the use of the word 'inspection': 
The shift in terminology from 'inspection' to 'whole school evaluation' is 
important. (DoE, 2001 a: 8) 
The process is now much more transparent. Interestingly, one supervisor [P3J, mentioned that 
the process used for WSE is an OBE approach: 
So when we do the whole school evaluation we also base it on on outcomes 
based education, because, or should I say, it is an outcome based, the whole 
school evaluation, because we tell them exactly what is expected. We tell them 
exactly what we are going to do and how we are going to go about it and at the 
end of the day this is what we want to see happening, and then also er at the 
end of the day how they can then improve their wherever or whatever the 
problems they may encounter, just for developmental purposes just like we 
would do with our learners. [P3, I I, L384-391 
Lack of transparency in criteria and communication appeared to be an issue in the previous 
inspection orientated approach to evaluation: 
Ok and you mentioned a little bit about inspections that were happening 
before, you know, before the supervisory OFSTED came along, came along. 
Can you tell me what the main differences are about, between the 
inspections at that time and the, you know, flOW? 
There's a few very, very big differences I think. At that time the principal and 
the teachers would not know when the inspection was going to happen. 
Oft really? 
So it was a team er of inspectors that would come from House of Delegates 
and it will be like a day or two, prior to the pitching up at the school where 
they will inform the principal that look you will be having 'A form' inspection. 
So er the principal will then prepare overnight or something for these people 
to come. There was no er benchmarks against which they would come and 
evaluate your school Or assess. You wouldn't know clearly the areas by which 
they're assessing, the criteria. 
Sure. 
So they would come as a team and they would request learners' books and they 
would come into classrooms, observe er the quality of teaching and learning. 
They'd go through finances, was a very big aspect that they would er evaluate. 
Yes, they'd look at the auditors report, they'd look at a receipt books and try 
and link er the financial documents to what is happening at the school. So the 
2 When 1 was initially making telephonic enquiries during writing my proposal, I was told by someone at 
OFSTED 'We are not using the word inspector anymore. We are using the word supervisor or evaluator now'. 
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staff was not briefed at all in terms of what was going to happen. I just think 
the principal knew. Er by word of mouth we were told look there's an 'A form' 
going on and they would be visiting your class but er the areas they would be 
looking at the criteria for how long and er they would not even share their 
reports with you. So they 'd come in, they 'd sit, they 'd do their work very 
quietly. You'll find them walking around the school. They may chat with you or 
with a few learners and they'd leave, and what was the out puts and what was 
their findings is something that we never got to know. Whether they shared it 
with the principal, that may be another, another thing. So they could have sent 
a report perhaps to the school, but that that report wasn't shared with the staff 
and what it entailed, also as the members of the staffwe were never told and er 
I don't think there was a rating that the school got. 
Hmm. 
And it was not er sort of a cyclical thing fixed like after 3 years or 5 years. 
They got their own random way of sampling with schools they will go and do 
their 'A form '. So er I mean a few very very big gaps in terms of what we do 
now and what was happening then because I think we have very clear criteria. 
It 's a very transparent process. It's also very democratic. The whole staff know 
about it. The governing body knows, the learners knows and I think data 
collected from various stakeholders is triangulated in terms of getting a 
holistic picture of what the school is about. [P2, II , L174-212] 
Lack of communication was also highlighted by P8. 
I say the difference I can see it's more a two-way communication and there is 
no punitive action involving. [P8, II, L143-144] 
WSE has a different approach, which appears to adopt a more democratic approach: 
Whole school evaluation is an interactive, transparent process to evaluate the 
holistic performance of the school measured against agreed criteria with a 
view to improve the quality of education. 
(GDE, 17 December 2004, no page given, http://www.education.gpg.gov.za) 
Currently, judgements about the performance of individual educators are not made during 
WSE, but only the overall performance of the school is recorded (ELRC, 2003, Section C: 
6).3 
Ag if you think back, an old er inspection, what would you call this, reports 
and so on, you'll see people's names. You'll see, let 's say for argument sake, in 
science the following people were visited, this is one of those classes you know 
things like that. That you don't get anymore. [P8, II, L 148-151] 
3 This is a different approach to the OFSTED inspections I have experienced in the UK, where my own 
performance as an educator was evaluated. 
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· .. at the moment, teachers' names specifically are not mentioned. It's more 
holistic like a general, you know, that this happened in science but not 
specifically in this class. [P8, 11, Ll58-160] 
It seems, however, as if educators will be evaluated in the future, through a process that will 
enable educators to be appraised alongside the process of WSE, in order to 'empower and 
motivate educators' . For educational outcomes to be successful, there needs to be 
empowerment, motivation and educator training, which will take place in the future through 
what is known as the Integrated Quality Management System (IQMS). The IQMS endeavours 
to monitor and support three programmes, which have been agreed by the Department of 
Education and Trade Unions to be put into place to improve and monitor performance of the 
education system: 
Developmental Appraisal (DA) 
Performance Measurement (PM) 
Whole School Evaluation (WSE) (ELRC,2003:3) 
The three features in lQMS were in the process of being aligned, and structures related to the 
three features were being put into place at the time of research. These three features need to 
be in place and aligned to enhance and monitor performance of the education system (ELRC, 
2003:3) . One of the supervisors pointed out that while educators are not currently evaluated 
during external WSE, it seems as if the upcoming process of aligning DA, PM and WSE will 
enable this, so that educators will be given an opportunity to also develop.' Thus, the WSE 
policy compliments other quality assurance proposals conducted under the auspices of 
Systemic Evaluation and Developmental Appraisal for educators so that the characteristics of 
good practice required in whole school evaluation are in alignment with those promoted 
through appraisal and development (DoE, 200Ia:7). 
Whole school evaluation encapsulates school self-evaluation as well as external evaluation. 
External evaluation is carried out by accredited WSE supervisory teams, and the mentoring 
and support provided by the district-based support teams. External WSE enables the 
Provincial and National Education Departments to measure and evaluate school performance 
to 'make judgements about the level of functioning of individual schools, as well as part of 
the public education system. In addition to measuring performance, the approach for external 
4 Brilliant! Yes! I hope this happens because I personally learned a la/from my own experiences when! was 
OFSTEDed in England andfound the process very rewarding. I knew what my strengths and weaknesses were, 
which gave me a chance to get better and go on particular INSET training sessions which benefited me in the 
long run. [Research Journal: October 2004] 
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WSE is developmental and the evaluation should include highlighting strengths as well as 
specific areas in need of further development for each school that is evaluated' (ELRC, 
2003:28). 
The main role of the WSE supervisory teams is to 'provide an account of the school's current 
performance' (DoE, 2002b:3) in terms of the quality of provision in nine focus areas (which 
will be referred to later in this section) and make recommendations on the report on how 
improvements might be made. 
Whole school evaluation measures the contribution of educators and learners 
against set criteria (standards), as well as the support system to the school and 
their performance using nine foclIs areas. (GDE, 2001: 16) 
Reporting and feedback are an integral palt of the WSE process. Supervisors have to prepare 
a written report, which must include evaluation of the quality of teaching and learning 
(ELRC, 2003: 1 0). 
Whole school evaluation also contains a mechanism for reporting findings and 
providing feedback to the school and to various stakeholders- the National and 
Provincial Education Departments, parents and society generally on the level 
of performance achieved by schools. At the end, the report made will suggest 
the areas upon which the School Development Plan will be based. 
(GDE, 17 December 2004, no page given, http://www.education.gpg.gov.za) 
During the evaluation, evidence must be collected by the supervisors in the form of 
documentation, observations, interviews and questionnaires. Each WSE team ' should consist 
of supervisors with appropriate knowledge of learning areas to be evaluated' (ELRC, 2003:9). 
The national policy emphasizes the use of criteria and performance indicators in the 
evaluation of schools. Evidence is to be used by supervisors to make valid and reliable 
judgements on the quality and standards of performance in a variety of areas. The nine focus 
areas for evaluation are: 
• Basic functionality of the school 
• Leadership, management and communication 
• Governance and relationship 
• Quality of teaching and learning and educator development 
• Curriculum provision and resources 
• Learner achievement 
11 
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• School safety, security and discipline 
• School infrastructure 
• Parents and the communities 
Supervisors make judgements and report on the quality of provision in the nine focus areas of 
evaluation and make recommendations on how improvements can be made (DoE, 200 I b: I). 
In the focus area, ' quality of teaching and learning and educator development,' for example, 
supervisory teams report on the effectiveness of the following: 
1. Educators ' planning and schemes of work/work programmes; 
2. Educators' expectations of learners; 
3. The educator's subject/learning areal programme knowledge; 
4. The teaching strategies the educators use; 
5. The educators use of resources, including books, equipment, 
accommodation and time; 
6. The way educators control and manage the learners; 
7. The arrangements made by the educators for learners of different abilities, 
especially the most able and those with learning difficulties; 
8. The methods used by educators to assess learners' progress and levels of 
achievement; 
9. The use of homework; 
10. The methods educators use to gauge the success of their lessons and what they 
do as a result of the findings. (DoE, 2001 b:9-10) 
In order to be able to report on the above focus area, supervisors are expected to answer 
certain questions, as stipulated in the criteria for WSE: 
• How well do educators plan and do they have high enough expectations? 
(Related to aspects 1 and 2 above) 
Supervisors will need to decide how closely the educator is following the 
learning programme and learners are covering all the relevant work. They will 
need to assess whether the educator plans effectively and has appropriate 
expectations for all children, including ISEN. 
• Are the educators knowledgeable about the subject? (Related to aspect 3 
above) 
The supervisor needs to have a record of the educator's qualifications and 
experience and of any subsequent training. The supervisor evaluates the extent 
of the educator's subject/learning areal programme knowledge in lessons. 
• Do the educators employ appropriate teaching strategies for all learners? 
(Related to aspect 4 above) 
The supervisor evaluates the effectiveness of teaching strategies and styles 
used by educators. The suitability of questioning learners, of explaining 
content, and of organising the learners in a range of different ways. The 
creativeness of the educators will aid the supervisor in judging the quality of 
teaching. 
• Do the educators use resources appropriately? (Related to aspect 5 above) 
The supervisor should know from the educator's plans what resources (books 
and equipment) are to be introduced at various stages of the lesson. How they 
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are used to increase learners' knowledge, understanding and skills will have to 
be judged. Consideration of the way the educators organise the 
accommodation and to what extent this helps learners ' learning is important. 
The structure and pace of the lesson and the way an educator makes use of 
time to improve learning have to be judged. 
• Do the educators manage the class well and create a good working 
environment? (Related to aspects 6 and 7 above) 
The supervisor has to assess how well the educator manages learners, how 
effectively the educator reacts to the learners, recognises their needs and 
challenges them appropriately. The supervisor has to judge the effectiveness of 
arrangements for learners of different abilities, especially the most able and 
those with learning difficulties. 
• Do the educators assess learners in such a way as to help their teaching to be 
effective? (Related to aspect 8 above) 
Judgement needs to be made on how the educator assesses learners' progress 
and levels of performance achieved. Supervisors evaluate the accuracy of the 
assessments, and how well the information is lIsed to provide different work for 
learners with different levels of achievement. Consideration needs to be given 
to the educator use of learners ' self-assessment to improve their learning. 
• Do the educators make good use of homework? (Related to aspect 9 above) 
The supervisor needs to scrutinise homework to decide if it is appropriate and 
helping the learners' learning. 
• Have the educators any means of evaluating the success of the lesson? 
(Related to aspect 10 above) 
The supervisor needs to look at the educator 's plans to see if there are any 
strategies for evaluating the lesson, discuss with the educator how s/he intends 
to gauge the success of the lesson and what will be done as a result of the 
findings. (DoE, .2001 b: 18 Adapted slightly) 
Each focus area pertaining to WSE is evaluated using national criteria found in the Evaluation 
Guidelines and Criteria for the WSE Policy (2001 b) in order to ensure a common approach to 
evaluation. The National Policy on WSE (DoE, 2002b:iii) states, ' the policy places particular 
emphasis on the need to use objective criteria and performance indicators consistently in the 
evaluation of schools.' Descriptors of criteria are also provided in the policy to ' provide a 
guide for supervisors and schools on how to interpret the criteria' (DoE, 2001b:l). 
One of the criteria, for example, which falls under the focus area 'quality of teaching and 
learning and educator development' is whether educators employ appropriate teaching 
strategies for all learners, and the effectiveness of teaching strategies and styles used by 
educators. The descriptor used to evaluate this criteria, reads: 
Teaching strategies are chosen according to the content to be covered, the 
resources available and the levels of achievement of the learners. 
(DoE, 2001 b: 18) 
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There are five main processes that supervisors are involved with in WSE. These are listed 
below to give more insight into the roles of the supervisors: 
• Pre-evaluation 
Agreeing with the school for a pre-evaluation visit, 
Arrangements to collect documentation, 
Arrangements for post evaluation feedback, 
Analysis of documentation before on-site evaluation. 
• School self- evaluation 
Copy of school's self evaluation given to supervisors, 
Provide supervisors with documentation. 
• On-site evaluation 
Scrutinise documentation, district records, developmental plans and 
appraisal systems, 
Discussions with personnel, 
Observations of school's work, lesson observations. 
• Post-evaluation - reporting 
Brief oral feedback is given to educators on the quality of their work, 
Brief oral feedback to learning area Heads on the quality of the work, 
Oral feedback of the school is presented to the principal and SMT, 
Written report of the school is presented to the principal and SMT, 
• Post-evaluation - support 
Within four weeks, the leading supervisor provides a written report, 
which will inform school development. (DoE, 2002c:8) 
Supervisors should also have the ability to evaluate a specialist subject and be capable of 
making statements about the quality of provision for special educational needs (DoE, 
2001a:22). 
Each supervisory team has a team leader whose responsibility is to build a profile of the 
school and to communicate the procedures of the evaluation to the school (DoE, 2001b:l). 
Supervisors can also take the role of a team leader. Each evaluation team has a team leader 
with certain responsibilities: 
i. Agree on dates with the school for pre-evaluation visit, for collecting 
the school's documentation, and for post-evaluation feedback to 
appropriate personnel. 
ii. Visit the school before the evaluation in order to discuss the evaluation 
arrangements with the Principal and to explain to the staff the 
evaluation procedures and answer any of the ir questions. 
iii. Decide, in consultation with team members, on the nature of the 
evaluation and how the evaluation responsibilities are to be shared. 
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iv. Provide the school with a brief supervisors ' profile of the team 
members, the length of time they will be in the school and the 
subjects/learning area/programme and areas of evaluation they will be 
evaluating. 
v. Timely inform the schools of any changes if such arise. 
vi. Draw up a programme in consultation with the team members to 
ensure that an appropriate sample of data is collected in order to 
inform discussions and lead to agreed judgements regarding the 
effectiveness of the school. 
vii. Produce a pre-evaluation commentary for team members on the basis 
of the documentation provided by the school. (DoE,200Ib:3-4) 
The learning areas in the SIMS document are currently labelled according to C200S 
terminology, but will be changed according to the RNCS. Through conversations with various 
people at OFSTED, it was envisaged at the time of conducting this research, that this 
document would in the future, align with the IQMS and become part of a Handbook for 
Supervisors. Supervisors had made input into this handbook, which was still in the process of 
development, at the time of this research. 
At the time of conducting this research, supervisors were using an instrument specifically for 
classroom observation as found in the IQMS documentation. This instrument was being used 
alongside the national WSE criteria. For classroom observations, the IQMS observation 
instrument was being used, but during writing the report, the WSE criteria were used. The 
instrument had four focus questions that had to be addressed: 
• Does the educator create a suitable environment and climate for learning 
and teaching? 
• Does the educator demonstrate adequate knowledge of the learning area 
or subject and does he/she use this knowledge effectively to create 
meaningful experiences for learners? 
• Is lesson planning clear, logical and sequential and is there evidence that 
individual lessons fit into a broader learning programme? 
• Is assessment used in order to promote teaching and learning? 
(ELRC, 2003:10-16) 
The above questions are taken from an IQMS document referred to as Protocol 8. At the time 
of doing this research, supervisors were using an instrument referred to as Protocol 3, which 
had undergone a process of refinement and the new instrument, Protocol 8, was to be used in 
the future. The four focus questions, however, were going to remain with slight changes on 
the wording. Supervisors had been using the lesson observation schedule from Protocol 3 at 
the time of research, but had recent access to Protocol 8. 
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It is important to note, that at the time of research, educators themselves were not being 
evaluated. The process of educator appraisal was still in the process of taking place in the 
future once all the structures were in place to align DA, PM and WSE. However, supervisors 
were using this instrument alongside the national WSE criteria when conducting their 
evaluations and writing their reports. Many aspects related to differentiation [Please refer to 
section 2.2.2] are found within the instrument. 
A study carried out in the United Kingdom (Millett & Johnson, 1998), which focused on 
OFSTED policy and implementation, highlighted that it is the interpretation of policy, which 
becomes a crucial issue. It is believed, therefore, that an exploration of WSE supervisors' 
understandings and expectations of differentiation at the interpretive interface between policy 
and anticipated practice would be of great significance. 
To date, no research on the expectations and understandings, of differentiation held by WSE 
supervisors in the OBE context, appears to have been carried out in South Africa. This 
research is, in part, an attempt to fill this gap. During the course of my journey as an educator, 
educator trainer and LSM developer in aBE thus far, I have experienced that there is a lack of 
awareness, amongst many educators and LSM developers, of what exactly is meant by 
differentiation in terms of classroom practice, or what is expected from educators in their 
teaching during WSE. With this in mind I considered it would be valuable to explore this 
concept and produce a document that will be informative for educators and developers [Please 
refer to Chapter 1 - Introduction]. 
2.2 Conceptual context 
This section presents a brief look at literature relating to the concept of differentiation. 
Concepts may be described as general expressions of particular phenomena (Walliman, 
2001 :71). According to Cohen and Manion (1994: 17) a 'concept is the relationship between a 
word (or symbol) and an idea or conception.' Walliman (2001 :7 1) suggests that concepts can 
be helpful to provide a system of classification, offer explanations and attain a sense of 
understanding. In order to offer explanations and acquire a sense of understanding, statements 
containing concepts also need to be used. 
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This section is divided into three sections: how differentiation is defined [what], different 
models documented for the implementation of differentiation [how] and why differentiation is 
considered important [why]. 
2.2.1 Definition of differentiation - WHAT 
In my walk as an educator, I have experienced that many educational terms sometimes have a 
tendency to become merely 'buzz words ' or educational jargon communicated through 
professional discourse and assorted media. I believe that these discourses may blur intended 
meanings. This can result in confusion and hence possibly devalue the importance of the 
concept. I believe that this plays a part in hindering curriculum implementation. This point is 
also highlighted by O'Brien and Guiney: 
What seems to have happened with differentiation is that, whilst definitions can 
be found for the term, there is a lack of clarity and detail available about what 
lies behind the definitions ... There is also lack of clarity on how to achieve 
differentiation in practice. (O 'Brien & Guiney, 200 I: x) 
Similarly, Barthorpe and Visser (1991: OHP1) state that 'teachers understanding of the term 
differentiation appears to vary considerably,' a point with which Weston (1992:6) seems to 
agree: 
What is differentiation? Definitions proliferate and often conflict. 
(Weston, I 992:6) 
In attempting to define what differentiation is, it might be argued that the underlying 
foundation upon which it rests ' is based on an understanding of individual differences, also 
the worth of each pupil 's learning' (Barthorpe & Visser, 1991). Barthorpe and Visser (ibid) 
state that 'differentiation is concerned with the delivery of the curriculum and its assessment. ' 
Simpson and Ure (1994:3) cite the definition of differentiation used by the Scottish Office 
Education Department (SO ED) in their context: 
The identification of, and effective provision for a range of abilities in one 
classroom, such that pupils in a particular class need not study the same things 
at the same pace and in the same way at all times. Differentiated approaches 
should mean that the needs of the very able, and of children with learning 
difficulties, are discerned and met. (SOED cited by Simpson & Ure, 1994:3) 
While the above definition specifies children with special needs and very able children, it 
seems to be based on an assumption that the needs of the other learners are being catered for. 
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Further, Naicker (1999) cites the South African Council on Disability (SAFCD): 
Learners with Special Education Needs (LSEN) have a right to equal access to 
education at all levels in a single inclusive education system that is responsive 
to the diverse needs of all learners, accommodating learning styles and rates 
of learning as well as different language needs in the case of deaf learners 
where their first language is sign language, and ensuring quality educationfor 
all through appropriate curricula, organizational arrangements, teaching 
strategies, resource use. (SAFCD cited by Naicker, 1999:43) 
It must be recognised that although the SAFCD is referring only to learners with 'special 
needs', differentiation is concerned with all learners. 
Differentiation has to be seen as an inclusive concept in that it should apply to 
all pupils .... A teacher is responsible for all learners that they teach and 
therefore differentiation must apply to all. (O'Brien & Guiney, 2001:54) 
Similarly, Weston's (1992:7) notion of differentiation is to include all learners: 
Differentiation applies to all learners. There has been a persistent tendency in 
secondary schools to assume that 'differentiation' is merely another 
euphemismfor helping low attainers. (Weston, 1992:7) 
The issue of diversity is also recognised as fundamental to ideas around differentiation. 
Johnson and 0' Mara (1992) define diversity as 'any difference in race, gender, age, language, 
physical characteristics, disability, sexual orientation, economic status, parental status, 
education, geographic origin, profession, lifestyle, religion, or position in hierarchy of the 
organization.' Tomlinson also highlights another aspect of diversity - academic diversity 
(Tomlinson, 200 I: 14). 
The issues of diversity and differentiation are encompassed within the concept of an inclusive 
learning environment: 
This is a learning environment that promotes the full personal, academic and 
professional development of all learners, irrespective of race, gender, 
disability, religion, culture, sexual preference, learning styles and language. It 
is one, which is free from discrimination, segregation, and harassment and 
which intentionally tries to facilitate an atmosphere of mutual acceptance and 
respect. It is an environment, which respects learners and values them as 
partners in teaching and learning. It respects the rights of learners and 
enables them to participate fully in a democratic society. (DoE, 1998: vi-vii) 
Corbett (200 I :48) illustrates how inclusive education can be supported by differentiation. 
Corbett (2001 :50) states that inclusion is not merely about special education but about 
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'improving quality for all, not just one group.' Corbett (200 I :48) links differentiation to 
'effective learning and with the valuing of differences, both cultural and specific.' Similarly, 
Weston (1992:6) states that differentiation is based on diversity: 
Learners vary: from each other, from day to day and year to year, apparently 
in intellectual, physical, aesthetic, and other endowments, in motivation, 
upbringing, health and sheer luck. Given their diversity, it seems fair to 
assume that pupils and teachers will need a wide range of strategies and 
flexibility of timing and approach if they are to achieve the common goals set 
out in National Curriculum targets. (Weston, 1992:6) 
As advocated by the Department of Education (1996: II) each learner needs to be provided 
with a variety of opportunities for demonstrating their competencies, 'addressing the diverse 
backgrounds, learning styles and needs of all learners.' As Tomlinson points out, 
differentiation may be conceptualized as an educator's appropriate response to, or provision 
for, the diverse needs of all learners (Tomlinson, 1999). 
Vithal (2002: 15) views diversity positively and makes links with differentiation: 
Differentiation seemed inevitable when some pupils are unable to engage the 
medium of instruction and have differing competences and interests in 
mathematics. But if differentiation is valued positively as diversity, rather than 
seeing these same pupils as English language defiCient, a multilingualism may 
become visible and tapped into, but this can only happen if equity exists as a 
shared concern in the classroom. Similarly, mathematics can be interpreted 
more broadly so the range of competences considered mathematical is 
increased, creating the possibility for more pupils to experience mathematics 
as success rather than as failure. No doubt differentiation exists by virtue of 
our deeply diverse society... (Vithal, 2002: 14) 
Hart (1992: I 0) argues that ' rather than emphasising differences, we need a way forward 
which emphasises the links between special educational needs and the needs for all learners, 
and use those links constructively as a resource for improving learning opportunities for all 
children.' In a similarly constructive vein, Battersby (2002:71) asserts that differentiation is 
an enabling process concerned with creating optimum learning opportunities for each child 
regardless of age, gender, race or ability. It is concerned with how the curriculum is made 
accessible to all learners by understanding their individual differences. The learner is clearly 
at the heart ofi!. This inclusive orientation focused on 'all learners', rather than a few learners 
in a classroom situation, echoes my own personal orientation to this issue. 
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2.2.2 Description of differentiation - HOW 
While research has been conducted in South Africa, as well as internationally on attempts to 
implement differentiation (Battersby, 1997; De Witt, 1982; Jansen van Rensburg, 1999; 
Keikabile, 1992; Meyer, 1988; Stradling & Saunders, 1993; Smit, 1993; Smith, 1981 ; Van 
Staden, 1992), it is not the purpose of this research to focus on how differentiation is actually 
being practiced by educators. Rather this project focuses on ways in which educators are 
expected to differentiate. Various models and strategies are discussed in the literature. These 
include those by Barthorpe and Visser (1991), Fortuin (2003), Hart (1996), King (1989: 1-4), 
McNamara and Moreton (1997:5), Montgomery (2000), O'Brien and Guiney (2001) and 
Tomlinson (1999, 2001) . 
Differentiation involves recognizing the variety of individual needs within a classroom 
situation, 'planning to meet those needs, providing appropriate delivery and evaluating the 
effectiveness of the activities in order to maximize the achievements of individual students' 
(British Educational Communications and Technology Agency, 2003). 
It may be argued that the increasing diversity in South African schools, as well as the ongoing 
demographic changes across it's rainbow nation, points educators in the direction to develop a 
more in-depth understanding and response to culture. Baldwin argues that recognising cultural 
diversity, for example, leads to success in meeting the needs of diverse learners (Baldwin, 
2002: 139). Gay (2000:29) highlights culturally responsive teaching as a pedagogy that uses 
the cultural background, prior experiences and learning styles to meet learners' needs: 
• It acknowledges the legitimacy of the cultural heritages of different ethnic 
groups, both as legacies that affect students' dispositions, attitudes, and 
approaches to learning and as worthy content to be taught in the formal 
curriculum. 
• It builds bridges of meaningfulness between home and school experiences 
as well as between academic abstractions and lived socio-cultural 
realities. 
• It uses a wide variety of instructional strategies that are connected to 
different learning styles. 
• It teaches students to know and praise their own and each other's cultural 
heritages. 
• It incorporates multicultural information, resources and materials in all 
subjects and skills routinely taught in schools. (Gay, 2000:29) 
Fortuin (2003) discusses one of the challenges of familiarising oneself with the needs of all 
learners in a diverse classroom: 
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A number of factors, such as the learners' socio-economic backgrounds and 
experiences, learning style and pace, cognitive abilities and cultural and 
gender influences, have a profound effect on the ir school performance. In 
order to address the diversity in classes, all educators are challenged to flnd 
ways to provide opportunities for all learners to experience success and to 
develop holistically. (Fortuin, 2003: 10 December 2004, 
http://curriculum.wcape.school.za/site/40/res/view/246D, 
Weston (1992:7) also acknowledges the importance of knowing learners. The literature offers 
a number of suggestions of ways in which the challenge may be met. Fortuin (2003), for 
example, stresses the importance of knowing and observing learners to enable educators to 
plan. 
Barthorpe and Visser (1991) state that individual differences need to be understood when 
differentiating. They acknowledge Gordon's work related to differentiation, which considers: 
• Matching work to the child's previous experience 
• Valuing differences in outcome 
• Differing speeds in completing work 
• Parts of a complete piece of work tackled by different children 
• A consideration of different forms of input 
• Varying styles of teaching 
• Available resources 
• Additional help needed by certain pupils in terms of skills /resources 
/materials 
• Amount of revision or reinforcement required by different groups of 
children 
• Extension activities required for some groups/individuals 
• Strategies to ensure understanding 
• Matching curriculum to pupils' motivational levels. 
(Barthorpe& Visser, 1991: OHPI) 
As part of the initiative to address diversity, the Language in Education Policy promotes 
multilingualism, the underlying principle of which is to maintain home languages while 
providing access to effective acquisition of additional languages (WCED, 2004: 16) where: 
The right to choose the language of learning and teaching is vested in the 
individual. (WCED,2004:16) 
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However, if the home language of the learner is not offered at the school, the learner must not 
be regarded as an underachiever and be given easy tasks'. Educators must have high 
expectations from all learners: 
Clearly teachers have a key role in permitting and encouraging expectations to 
be challenged. If pupils who have learning difficulties (initially diagnosed as 
difficulties in reading) are simply given 'easier' tasks or worksheets, the only 
positive outcome may be some temporary reduction in frustration. 
(Weston, 1992:8) 
Reading levels associated with language competence can also restrict learners to uninteresting 
materials which learners can dismiss as too 'babyish' (Barthorpe & Visser, 1991 :OHP 6). 
In preparing worksheets, teachers need to be carefol when considering/actors 
such as layout, number 0/ new concepts on one sheet, and the way 
explanations are given. However, differentiation does not mean that the text 
has to be simplified to the point 0/ having only one concept on a sheet and 
explanations being monosyllabic, thereby underestimating what special needs 
pupils can achieve. (Barthorpe & Visser, 1991 :OHP 6) 
Another feature of OBE is to use different types of grouping strategies in a classroom, for 
example, individual work, pair work and groups. This is evident in the many OBE textbooks 
that are written to support the learner and the educator, where activities are categorised 
according to individual, pair and group. 60rouping in a classroom needs, however, to be 
considered carefully. For example, Baldwin (2002:140) cites Banks (1989) who refers to 
research conducted in America, which highlights that cultural groups who have not 
experienced high levels of cultural incorporation into mainstream culture are more group 
orientated than other cultural groups and experience problems in a highly individualistic 
learning environment in a school situation. It might be true to say that learners who have not 
experienced cultural assimilation in South Africa might also experience difficulties during 
individual work. Thus, while grouping is considered a strategy in many cases for promoting 
differentiated learning, the type of grouping that takes place in a classroom needs to be 
thought about carefully. However, Weston (1992:7) states that grouping learners into 
S In my experience of working with educators, I have noticed that when a learner is not proficient in the LOL T of 
the school, it is assumed that the learner is an underachiever in most areas of the curriculum . For example, a 
learner who cannot speak or read the LOLT of the school. which might be English, for example. the learner is 
~iven easy work in mathematics and science. 
I have been involved in writing LSMs for educators and learners related to Mathematical Literacy, Natural 
Science, Economic & Management Sciences and Life Orientation for a variety of publishers. One stipulation was 
to ensure that activities include a variety of grouping strategies. 
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'homogenous groups' does not completely meet their individual needs. Hart (1992:11) also 
argues against emphasising differences through grouping: 
One of the reasons for the abandonment of streaming, setting, remedial classes 
and so on in the past was our growing awareness of the impact which such 
groupings could have upon teachers' and pupils' expectations and upon 
learning opportunities made available. The same problems can also emerge 
within a teaching group and, ironically, as a result of well intentioned 
strategies adopted to provide for difJerences. Children are quick to spot and 
interpret the significance of difJerential provision. We need to think very 
carefully, therefore, before making distinctions, which may have self 
reinforcing effects. (Hart, 1992:11) 
Similarly, the notion of grouping is highlighted by McNamara and Moreton (1997:5) who 
state that ' differentiation is about giving access and entitlement. It should also lead to an end 
to dependency.' Their model for differentiation [Please refer to Fig.2.2.2a] is based on a 
collaborative approach, which involves collaboration between learners with different learning 
styles and strengths and not on a hierarchy of abilities. In this model, talk and collaboration 
are the focus and not matching task to learner. They outline three approaches to 
differentiation: by paired task, by outcome (product) and by classroom organization. They 
describe differentiation by paired task as learners working in supportive pairs to help each 
other, differentiation by outcome as learners demonstrating their learning through any media 
they prefer, and differentiation by organization as structuring learning and assessment so that 
learners can learn through talking, reading and writing. This model places greater 
responsibility on the learners, taking much of the onus away from the educator. 
Weston (1992:7) draws attention to differentiation calling 'for greater variety in the ways 
pupils work, alone or with others, but always in the light of the individual's needs and targets ' 
where learners playa more active and responsible role towards their learning. 
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Three Approaches to Differentiation 
By 
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• By paired task: (Task) Children work in supportive pairs to identity weaknesses, break 
down task into smaller steps and work on the steps 
• By outcome: (Product) Usually workshops, varied stimuli, varied task, variety of 
recording every time 
• By organization: (Structured group work) Groups working on same topic, equal and 
interchangeable recording systems. 
(Fig. 2.2.2a - McNamara & Moreton, 1997:5 Adapted slightly) 
Barthorpe and Visser (1991 :OHP3) emphasize that the following differences in learners need 
to be taken into consideration when differentiating: 
Differences in abilities 
Interests 
Feelings 
First hand experiences 
Environments 
Resources 
Expectations 
Needs 
Thoughts 
Intervention 
Assessment 
Time 
Involvement 
Outcome 
Necessary Support (Adapted slightly - Barthorpe & Visser, 1991: OHP3) 
Allowances need to be made in terms of learners' abilities in order for learners to reach their 
maximum potential. Learners are not capable of doing everything equally well (Barthorpe & 
Visser, 1991:0HP3). 
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Weston (1992:7) challenges the notion of linking learners' levels only to their ability. She 
describes a pattern often seen in classrooms as: 
A teacher becomes aware that the written materials in use in his classroom 
cannot be understood (or read) by some members of the class. Worksheets are 
rewritten and/or alternative materials prepared. It is suggested that other 
pupils may need challenges, so extension material is also developed ... the 
problem has been solved: the needs of the 'high ', 'middle' and 'low' attainers 
can now be met. (Weston, 1992:7) 
Weston (ibid:7) goes on to suggest that although there is some merit in this, there are other 
significant questions that need to be addressed: 
But there are ... questions to ask about the resources for learning in the class. 
Why does the teacher rely so much on worksheets and other written materials? 
Are they the most appropriate tool for the task? What other possibilities are 
there for oral enquiry and reporting, use of books, databases, photographs, 
modeling? Are there alternative methods which some pupils will find more 
effective or challenging? Can pupils help and challenge each other, is group 
work planned in the light of their respective strengths and developmental 
needs? How well does the teacher know these pupils? Is each pupil 's learning 
profile-in terms of proficiency in a range of key skills - known to this and other 
teachers of the pupil? (Weston, 1992:7) 
Barthorpe and Visser (1991 :OHP6) state that tasks must be relevant to learners and be set at a 
level that allows learners to achieve. 
The context provides a powerful ethos ... (Barthorpe & Visser, 1991 :OHP6) 
Frederickson and Cline (2002:261) cite King (1989) noting what aspects might be 
differentiated: 
• General aspects including aims, content, breadth, depth, pace or 
language. 
• Requirements for social interaction including forms of teacher-pupil 
interaction, forms of pupil-pupil interaction and forms of pupil 
grouping. 
• Teaching and learning strategies including teaching styles, 
reinforcement, forms of pupil recording, learning contexts, forms of 
classroom organisation ... 
• Assessment strategies including materials to get started on and 
resources for self-study. (Frederickson & Cline, 2002:261) 
Wehrmann (2000:22) sums up aspects of differentiation as: content (what is learned), process 
(how the content is taught) and product (how the learning is observed and evaluated). 
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Tomlinson (1999:11) describes these in more detail [Please refer to Fig. 2.2.2 b]. The content 
is what the educator wants the learners to learn and the resources through which this is 
achieved. The process is the activities designed by the educator to enable learners to make 
sense of things. The product is the tasks through which learners demonstrate and extend their 
learning. Tomlinson further considers learners' readiness, interests and learning profile. She 
describes readiness as where the learner is at in terms of his/her understanding or skill. 
Interest is described as a leamer's curiosity for a particular topic or skill. The learning profile 
is described as how learners learn, which could be shaped by gender, culture, or learning style 
(Tomlinson, 1999: II). 
As Barthorpe and Visser (1991) point out, taking advantage of learners' interests will 
motivate them. Interests 'should not be overlooked in the planning and delivery of a piece of 
learning (Barthorpe & Visser, I 991:0HP3). Tomlinson (1999) highlights that to differentiate 
educators are not to be knowledge distributors, but organizers of learning opportunities. To 
provide most advantageous learning opportunities, the classroom situation must be altered to 
accommodate the interests and abilities oflearners. 
Other factors are highlighted, which need to be considered to enable learners to attain success 
and develop holistically, e.g. 'the learners ' socio-economic backgrounds and experiences, 
learning style and pace, cognitive abilities and cultural and gender influences' (Fortuin, 2003). 
O'Brien and Guiney (2001: 52-53) discuss such factors, which can impact upon a learner's 
aptitude to learn, in terms of four groups (based on a model developed by O'Brien). The 
model represents how learning is affected by issues related to what takes place outside of the 
head of the learner as well as within i.e. internal and external factors: 
• Pedagogical (outside the head), 
• Cognitive (inside the head), 
• Emotional (inside the head), 
• Social (outside the head) 
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1 
O 'Brien and Guiney (200 I :69) highlight the integral nature of the four factors [Please refer to 
Fig.2.2.2c): 
It is when all the four factors are unified and integrated, in relation to the 
learning needs of a specific individual, that grounded and intimate learning 
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can take place. The top of the triangle represents the point of connectivity for 
inclusion. (O'Brien & Guiney, 2001 :69) 
O 'Brien and Guiney (2001:54) emphasise that ' differentiation is a key feature of pedagogical 
practice.' Pedagogical practice is related to ethics of teaching, methodologies and content of 
teaching. One way they suggest, addressing this, is by considering differentiation for 
autonomy and differentiation by teacher. O'Brien and Guiney (2001 :54) draw attention to an 
environment where choices need to be given to learners to allow them to become 
autonomous: 
The choice-making that is provided through differentiation illuminates a vital 
stage in becoming autonomous as a learner and as a person. As a learner, the 
more choices that you make the less you need to depend upon the control and 
direction of others. (O'Brien & Guiney, 2001:54) 
O 'Brien and Guiney (2001:55) highlight a strategy, which they refer to as 'differentiation by 
teacher', where an extra educator can be provided for learners who require additional support, 
in the form of a Learning Support Assistant (LSA).7 They also claim that being a reflective 
practitioner both as an individual as well as with others, is part of the differentiation process. 
Where teachers reflect upon their own practice, in teams, mutual solutions to 
difficulties can be sought (O'Brien & Guiney, 2001:57) 
Levin (1993:25) claims that it is critical that we use appropriate methods of differentiation in 
questioning.In addition, educators need to be sensitive to the amount of intervention, or the 
timing of the intervention: 
In both planning and delivery it is vitally important to be aware of intervention 
strategies e.g. when to listen, when to question, and when to facilitate 
(Barthorpe & Visser, 1991 :OHP 3) 
7 I personally used an LSA when I was teaching in the UK as one way of differentiating, but I realize that this is 
not the accepted practice currently in South Africa. However, South African schools could possibly provide this 
kind of differentiation by making use of the expertise of final year students studying a B.Ed for example. This 
could not only help our learners and our education system, but it could provide valuable practical experience of 
being in a classroom situation working with an experienced educator. I have no doubt that this would be an 
enriching experience both for the final year student as well as the classroom educator. 
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O'Brien and Guiney (200 I) go on to say that emotional differentiation can support learners to 
change their behaviour to support learning (O ' Brien & Guiney, 2001 :59). 
The ability to look at reality with a new eye, from the point of view of the 
emotional state and stance of others, is also presented as an important part of 
the differentiation process. (O'Brien & Guiney, 200 1 :60) 
Learners who are confident and with a good se lf-esteem will perform ' to the upper limits of 
their ability' (Barthorpe & Visser, 1991 :OHP3). It is important, therefore, to reflect upon the 
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degree to which one might have contributed to a learner's lack of confidence in a school 
situation. 
O 'Brien and Guiney (2001) also point out that some learners are more susceptible to 
emotional difficulties than others if inappropriate questioning is used, or even before a task is 
attempted. They claim that educators could deal with this through the ' process of 
differentiation by explanation; ensuring that all learners are clear as to what an activity 
involves and that all learners will be able to achieve success during the task' (ibid:61). They 
also say that the context in which learning takes place needs to be considered, as this could 
manifest into a specific emotional response: 
For example, if you felt pressurized to complete a task under the watchful gaze 
of someone who could already do it or were clearly expected to do it in a 
specific time and could not do so, you may have responded by becoming angry 
or you may have given up on the task in hand completely. 
(O'Brien & Guiney, 2001 :60) 
Inappropriate questioning can also make learners feel susceptible: 
For example, a teacher might ask 'Why have you done it that way? ' This may 
cause the learner to think that there is an implicit unspoken ending to this 
question which is 'because that is the wrong way to do it '. 
(O'Brien & Guiney, 2001 :61) 
Learners' individual learning biography influences his/her performance. They state that 
educators need to change a negative self·image of a learner by utilizing differentiated learning 
experiences (ibid: 62). 
In relation to differentiation and the cognitive factor, O'Brien and Guiney (2001:63) state that 
learning styles demonstrate how learners process information and make judgements about 
their own learning capabilities. They mention that there are tests that help learners determine 
their main modality of learning in terms of whether learners are auditory, visual or 
kinaesthetic. The modality of the educator is important in that it can promote a certain 
teaching modality, which can be unhelpful to learners who might prefer a different modality 
(ibid:64). They also emphasise the concept of metacognition where they assert that learners 
should be provided with opportunities which enable them to learn how to learn (ibid:65). 
Further, Fortuin (2003) focuses on the notion of modali ty in her model titled, ' Factors 
Influencing Learning Styles at Home or School ' [Please refer to Fig. 2.2.2d]. 
30 
Chapter 2: Context 
ENVIRONMENTAL 
• Sound [quiet!noisy] 
• Light [dimlbright] 
• Design structure 
[spacious/cramped] 
• Classroom 
arrangement 
[formal/ in formal 
seating arrangement] 
• Temperature 
[hot!cold] 
PSYCHOLOGICAL 
• Global/Analytical 
[sees things as a 
whole/breaks them 
down into parts] 
• Hemisphericity [right 
brain/left brain] 
• Impulsive/reflective 
\[acts without much 
forethought/thinks 
before acting] 
EMOTIONAL 
• Motivation 
[intrinsic/extrinsic] 
• Structure [needs help 
to generate ideas/has 
own ideas] 
• Persistence [remains 
on task/easily 
distracted] 
• Responsibility [takes 
responsibility/ lacks 
responsibility] 
PHYSICAL 
• Time of day 
[morning, afternoon 
or evening] 
• Intake [with food/ 
without food] 
• Mobility [sits in 
seat! needs to walk 
around] 
• Perceptual 
[auditory/ visual] 
SOCIOLOGICAL 
Preference for working: 
• Alone 
• Pair 
• Team 
• Adult 
• Varied 
Fig. 2.2.2d - Factors Influencing Learning Styles at Home or School 
(Fortuin, 2003:10 December 2004, 
http://curriculum.wcape.school.za/site/40/res/view/246/ ) 
O'Brien and Guiney (200 I) describe social interaction as a component of a differentiated 
environment (ibid:66). Here educators need to consider issues of status within an educator-
learner context. For example, by allowing learners to be socially included, by allowing them 
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to have a voice and empowering them to make choices. This includes allowing leamers to 
interact with their peers, to extend their ability to learn by differentiated groupings (ibid: 66): 
.. there will be issues for teachers who teach learners that have difficulties 
working in groups. There are many techniques that teachers can deploy to 
differentiate social settings and groupings within the classroom. 
(O'Brien & Guiney, 200 I: 66) 
Expectations need to be differentiated because different learners need different support around 
common and individual expectations (ibid 68). Educators need to ensure that high 
expectations are made explicil: 
For example, some learners may immediately understand the concept 'respect 
others ' and what it means. For others, it may be necessary to provide visual 
examples of how respecting is achieved. (O 'Brien & Guiney, 2001: 67)8 
This is particularly relevant in classrooms where learners move from one educator to another 
because one educator's perception of what constitutes respect might be different to another 
educator. 
Awareness of issues related to the social class of the learner are important in providing 
differentiation. Unemployment, poverty or vast wealth, deficient healthcare facilities etc can 
be a barrier to learning. If a learner is marginalized and stereotyped, this can be a huge barrier 
to his/her learning. Consideration needs to be given to ' real life domestic conditions such as 
those where teenagers might be responsible for organizing the family for school while their 
alcoholic parent remains asleep, or where young children in large families sleep on the floor' 
(O'Brien & Guiney, 2000:68). In my experience, educators penalize learners who haven't 
done their homework, without considering the climate at home. This needs to be taken into 
account: 
How some learners complete homework in homes where domestic violence or 
categories of abuse are rife is also remarkable. The concept of education for 
all is brought into disrepute when learners who come from such backgrounds 
receive limited opportunity within systems where some groups are afforded 
more value than others are. In such a culture, minority groups such as 
8 I th ink this is particularly relevant in our rainbow nation because respect in one culture might not be regarded 
as respect in another. I recall an educator sharing her experience with a group I was facilitating recently. She 
talked about how a learner was sent to the principal by another educator because the learner had not looked up 
when he was speaking to the educator. The educator considered this as disrespectful and rude, only to realize 
afterwards. when another educator explained, that it is part of the leamer's culture to show respect by looking 
down when speaking to an adult. 
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travellers, refugees, ... can suffer negative consequences. They experience the 
rhetoric rather than reality of education for all (my emphasis) 
(O'Brien & Guiney, 200 I :68) 
Barthorpe and Visser (1991 :OHP 3) also refer to the environment of the learner: 
This is so, whether we are talking about deprivation in terms of housing 
conditions or home circumstances ... .It is possible to use the environment in a 
positive manner, valuing the child 's circumstance without necessarily 
condoning it. All environments have their disadvantages. Our role as teachers 
should be to maximise and use positively the environment from which the child 
comes. (Barthorpe & Visser, 1991 :OHP3) 
The context in which learning takes place is very important because learners could 'fail to 
make conceptual links between the task as presented by the teacher and the task they solve in 
the real world' (Barthorpe & Visser, 1991:0HP3). 
Fortuin (2003:1) describes the concept of differentiation by discussing various elements that 
influence it, namely, learners, methods of assessment, methods of instruction and types of 
performance tasks. 
Assessment is not only considered an important aspect of educative practice in general, but is 
also integral to the notion of differentiation. 
METHODS OF 
ASSESSMENT 
LEARNERS 
DIFFERENTIATION 
PERFORMANCE TASKS 
(Fortuin, 2003: I 0 December 2004, 
http: //curriculum.wcape. school.za/site/40/res/view 1246/ ) 
METHODS OF 
INSTRUCTION 
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As Weston points out 'there is an essential link between diagnostic assessment and effective 
task differentiation' (Weston, 1992:7). This means it is important to know what learners 
know, understand and do, before embarking upon any new work. Kotze (1999:32-33) cites 
Mackrory as stating that formative assessment enables teachers to diagnose whether learners 
are experiencing problems and reveals where differentiated instruction is necessary. 
Riley (1997) suggests suitable evaluation methods should be used when differentiating 
including rubrics, portfolios and checklists. Combrinck (2003 :61) states that certain factors 
need to be in place for outcomes-based assessment to be successful in South Africa. One 
factor is that assessment policy should accommodate cultural diversity. 
GDE (2002:4) states that continuous assessment (CASS) allows educators to 'pace learners 
and to provide enrichment for fast learners ... and ensures that learners are exposed to a wide 
range of assessment techniques'. It further advocates the use of diverse learning styles in 
assessment (ODE, 2002:5): 
The role of the educator would be to find out what kind of support a particular 
learner might require and how this would have to be accounted for in 
assessment procedures, whether CASS or the eTA. For example, a learner 
who cannot see a picture or who cannot write could be assessed by audio 
cassettes that would enable the learner to achieve the same outcome. 
(DoE,2002d:7) 
Frederickson and Cline (2002:133) assert that the ultimate aim of all assessment in the 
classroom must be to enable educators to match their delivery of the curriculum to the needs 
of each leamer, a process of differentiation. They cite studies carried out in England (Bennett, 
Desforges, Cockburn & Wilkinson, 1984) and Scotland (Simpson, 1997), which found that 
many tasks that were given to learners did not match their capabilities and attainments. 
Barthorpe and Visser (1991: OHP3) suggest the importance of recognising extra support to 
embark upon tasks. Assessment is therefore vital in order to know where to support the 
learner. The demands of the new curriculum, particularly with respect to assessment strategies 
educators are expected to employ, highlight the importance of classroom practice meeting the 
needs of the learners. This is also emphasised in the criteria within the WSE document (DoE, 
2001b:18), which stipulates that one of the criteria for school evaluation is to ensure that 
educators are using effective arrangements for learners of different abilities, especially the 
most able and those with learning difficulties. 
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The Curriculum 2005 Assessment Guidelines for Inclusion (DoE, 2002d:5) state that 
'educators must find multiple ways of exposing learners to learning opportunities that will 
help them demonstrate their full potential. .. allow expression or demonstration of knowledge 
in multiple ways.' Pahad (1999:270) suggests varying the medium of assessment to give 
learners a range of opportunities to demonstrate competence, thus being fairer, for example, to 
those learners who express themselves better verbally than in writing. Because differentiation 
is concerned with how the curriculum is made accessible to all learners by understanding their 
individual differences, it could be argued that assessment is an integral part of differentiation 9 
The Curriculum 2005 Assessment Guidelines for Inclusion (2002d:8-9) emphasize the 
importance of using adaptive methods of assessment: 
• Learners should be given sufficient lime to demonstrate competency in 
assessment tasks. Learners can be given more time, not only to write tests 
but also to demonstrate outcomes through all other methods of 
assessment ... 
• Learners can have the papers/task instructions read to them and they can 
dictate the answer to an educator/learner/other person who writes it down 
to be marked. Learners can also dictate their answers onto a cassel/e. This 
can assist learners with reading and writing barriers, severe visual 
barriers and those with physical barriers that affect their hand movements. 
• Assessment can include a practical component so that learners can 
demonstrate their competence without having to use language .... if they 
have language problem. (DoE,2002d:8-9) 
The practice of multi-level classes may also be used to support processes of differentiation. A 
multi-level class can be referred to as a: 
learning environment that provides an opportunity for learners to work at their 
own level of experience through integrating assessment and instruction. The 
focus is always on key knowledge, skill, attitude or value but the teacher can 
use varied approaches, teaching and learning models and levels within the 
same lesson. These variations can be in terms of knowledge, skills, attitudes or 
values, methods of gathering information or in learner activities 
(WeED,2004:26) 
One of the principles in planning for outcomes-based assessment is the principle of expanded 
opportunities (GDE, 2002:7). Expanded opportunities enable educators to find several ways 
9 While there is much literature in South Africa on assessment practice outlining the different 
[OnTIS, such as formative and summative, as well as the tools and techniques educators can 
employ, there is an apparent lack of literature on how such practice can support the 
implementation of differentiation in South African classrooms. I feel this further emphasises the 
importance of determining the differentiation expectations from OFSTEDIWSE supervisors of 
educators in our classrooms today. 
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of exposing learners to learning opportunities, which allows them to demonstrate outcomes in 
terms of knowledge, skills, attitudes and values to their full potential. The Department of 
Education (1996: II) advocates that each learner is provided with a variety of opportunities for 
demonstrating their competencies. It further advocates addressing the diverse backgrounds, 
learning styles and needs of all learners. Identifying learning styles, for example, can prompt 
instruction that matches how learners prefer to learn so that they can demonstrate their 
achievements and have a stronger desire for learning (Given, 2000:3). Different learning 
styles would indicate allowing for different types of responses. Clarke (2003:5) places 
importance on providing opportunities for a range of student responses. Similarly, one way in 
which Barthorpe and Visser (1991 :3) highlight the importance of differentiating by 
considering the outcome, is by allowing a learner to present their work in different ways. 
Grove (1992:332), (now known as Van der Horst), in a model she developed to cater for 
differentiation in a multi-cultural context, recommends that in order to implement 
differentiation, educators will need to take cognisance of particular characteristics and needs 
displayed by each learner as far as pre-knowledge, linguistic ability in the medium of 
instruction and preferred learning styles are concerned. An M.Ed study by Malan (1998) 
found that no learning style instrument exists that can accommodate the diverse learners' 
needs in South Africa. Educators, according to Malan, need a user-friendly system to classify 
the learning styles of the learners. They need to adapt their teaching methods to allow them to 
accommodate the learners' different learning style preferences (ibid). 
Linked to the concept of different learning styles is Multiple Intelligence Theory, a theory 
relating to the multifaceted profile of the human mind. This is based on the notion that every 
human possesses several intelligences in greater or lesser degrees: 
The Multiple Intelligence Theory has been making its way into the educational 
setting over the past decade. Educators have recognized that their learners 
learn differently, respond uniquely to a variety of teaching techniques, and 
have their individual preferences ... the multiple intelligences theory challenges 
us to redefine assessment and see it as an integral part of the learning process. 
(Waldman, 1999:1-3) 
Learners could learn and demonstrate the achievement of a particular outcome more 
effectively if given the opportunity to do so, in one or more of a variety of ways. Spanneberg 
and Southwood (1996:78) acknowledge the importance of activities presented to children as 
being flexible enough to enable them to work at their own level of ability or pace and respond 
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in different ways. They further go on to say that assessment should allow for multiple 
approaches to promote equity where learners can demonstrate what they can do in different 
ways. Educators need to be open to alternative solutions. 
Daweti (1999:54) claims that one of the ways in which the environment can be enriched is to 
bring learners' own strengths, working preferences and individual orientations to bear 
constructively on the design of teaching and learning activities. She cites Kinsella (1995) 
defining 'Learning Style ' as an individual's natural , habitual and preferred ways of absorbing, 
processing and retaining new information and skills, which persist regardless of teaching 
methods or content areas. She further goes on to say that learning style is seen both as a 
student characteristic and an instructional strategy. 
This section has discussed a variety of aspects that need to be taken into consideration in 
order to differentiate. The next section looks at why differentiation is important in the South 
African educational context. 
2.2.3 Importance of differentiation - WHY 
Barthorpe and Visser (1991 :OHP2) state that 'differentiation is necessary to identify and meet 
the needs of every individual pupil within a classroom setting.' Research around the issue of 
differentiation is particularly relevant to the South African context, with the large size classes 
and the diverse range of learners found within a classroom. Catering for diversity in terms of 
culture, learning style, abilities etc, creates greater challenges as far as effective curriculum 
provision is concerned. Educators need to be sensitive to a large number of factors in their 
diverse classrooms. These factors include what are referred to as ' barriers to learning'. 
Barriers to learning need to be taken into consideration to help learners achieve their 
outcomes. The DoE (2002d:6) highlights that 'any barriers to the learning and development 
need to be identified and understood so that learning and assessment can appropriately be 
adapted and modified,' and categorises barriers to learning under four broad headings (DoE, 
2002d:6): 
• Systemic 
• Societal 
• Inappropriate pedagogy 
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• Physical disabilities (of learner) 
It is important to look at these barriers in detail to understand how these have an impact on the 
importance and need of differentiation. Aspects related to each category have been 
summarised: 
• Systemic, e.g. lack of basic and appropriate learning support materials, 
lack of assistive devices, inadequate facilities at schools, overcrowded 
classes, lack of mother tongue teachers, lack of early intervention 
programmes etc. 
• Societal, e.g. severe poverty, late enrolment at school, natural disasters 
(fires, floods) , epidemics (HIV-AIDS), abuse, crime, teenage pregnancies, 
gangs, violence at home and in neighbourhood, gender issues in cultural 
groups, societal attitudes regarding gender, lack of basic amenities such as 
water, electricity, toilets, home language which differs from LOLro, socio-
emotional traumas etc. 
• Inappropriate pedagogy, e.g. insufficient teachers, inappropriate and 
unfair assessment procedures, inflexible curriculum, ignoring the variety of 
learning styles in class, tempo of teaching, content used, management and 
organisation in class, ignoring diversity in class etc. 
• Physical disabilities, e.g. hearing loss, visual impairment, cerebral palsy, 
learning disabilities, communication disorders, perceptual disorders, 
motor disorders, memory disorders, attention disorders, physical 
disabilities, disorders of the skeleton, muscular weakness and paralysis, 
health impairments, chronically sick learners, heart conditions, 
tuberculosis, asthma, haemophilia, cancer, diabetes, cognitive disabilities 
etc. (WeED, 2004: 19) 
As the estimated figure of learners who experience such barriers to learning who were not 
catered for in 'ordinary' schools in South Africa was about 400 000 (DoE, 200Ic:7) 
differentiation is of utmost importance. Such barriers need to be taken into account during 
processes of planning, teaching and assessment: 
Any barriers to the learning and development need to be identified and 
understood, so that learning and assessment can be appropriately adapted or 
modified. (DoE,2002d:6) 
The White Paper on Special Needs Education (DoE, 2001c:19) addresses barriers to learning 
within a child-centred approach to learning and teaching. It highlights some of the barriers to 
learning for all learners, whether they go to a special or 'ordinary' school: 
One of the most significant barriers to learning for learners in special and 
'ordinary' schools is the curriculum. In this case, barriers to learning arise 
from different aspects of the curriculum, such as: 
The content (i.e. what is taught). 
The language or medium of instruction. 
10 LOLT stands for the Language of Learning and Teaching 
38 
I 
Chapter 2: Context 
How the classroom or lecture is organised and managed. 
The methods and processes used in teaching. 
The pace of teaching and the time available to complete the curriculum. 
The learning materials and equipment that is used. 
How learning is assessed. (DoE, 2001 c: 19) 
All these relate to the concept of differentiation. 
In relation to the new outcomes based curriculum in South Africa, one of the goals is that we 
need to create independent thinkers. Differentiation practices offer opportunities for learners 
to develop as such. 
A central consideration for any teacher who is planning for differentiation is 
the choices that will be offered to the learner. The choice-making that is 
provided through differentiation illuminates a vital stage in becoming 
autonomous as a learner and as a person ... learning to make choices can 
empower you to deal with dilemmas and make decisions that lead towards 
outcomes that you have judged to be of benefit to you. 
(O'Brien & Guiney, 2001 :54) 
Another goal of OBE is to provide child-centred education. This can be achieved by assessing 
learners' needs: 
All teaching should begin from a child's current achievements. In this sense 
differentiation is child-centred. (Barthorpe & Visser, 1991 :OHP5) 
As Botha (2002:364) points out OBE 'places great demands on teachers to further 
individualise instruction, plan remediation and enrichment, administer diagnostic assessment 
and keep extensive records.' Educators are expected to: 
... mediate learning in a manner which is sensitive to the diverse needs of 
learners, including those with barriers to learning; constructing learning 
environments that are appropriately contextualised and inspirational; 
communicate effectively showing recognition of and respect for the differences 
of the ... identifY the requirements for a specific context of learning and select 
and prepare suitable textual and visual sources for learning. The ... also select, 
sequence and pace the learning in a manner sensitive to the differing needs of 
the subject/learning area and learners ... develop a sense of respect and 
responsibility towards others ... promote democratic values and 
practices ... supportive and empowering environment for the learner and 
respond to the educational and other needs of learners ... supportive relations 
with parents ... use assessment results to feed into processes for improvement of 
learning ... different approaches to teaching and learning ... and how these may 
be used in ways which are appropriate to the learners and the context 
(Gov. Gazette, 2000:13-14) 
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O'Brien and Guiney highlight the concept of being a reflective practitioner ' in relation to 
differentiation' (2001 :56). This concurs with the notion of being a life long learner. Educators 
are also expected to be lifelong learners (Gov. Gazette, 2000: 13). One way in which this can 
take place is through reflecting on one ' s practice: 
For differentiation to work effectively, it will be necessary to devote more time 
to the evaluation of lessons (Barthorpe & Visser, 1991 :OHP 5) 
For the reasons outlined here, together with the rights of all learners to a good education, I 
believe differentiation demands specific attention and deliberation in the changing educational 
context in South Africa. Given the previous political dispensation, it could be argued that 
differentiation is vital for the strengthening of South Africa's empowered future , and therefore 
an issue of international interest. 
This chapter has presented the educatiDnal background of South Africa and the context Df 
OFSTED in South Africa, with particular reference tD WSE. Further it has defined, described 
and ratiDnalised the concept and practice of differentiation, highlighting various aspects 
relating tD it. These aspects form the conceptual framewDrk that informs the exploratiDn of 
this case study i.e. the understandings and expectatiDns held by WSE supervisDrs with regards 
to differentiation. 
The next chapter illustrates the design Df this study tD meet the research Dbjectives [Please 
refer to Chapter I - IntrDduction] 
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CHAPTER 3 
RESEARCH DESIGN 
Having how I tried to meet the objectives of my research. In this chapter, I describe the 
research orientation by defining the methodology used. I describe who the participants are, the 
materials and instruments used and the approach taken to the enquiry. 
A description of certain research issues related to my research are found in boxes. Personal 
reflections, as in other chapters, may be found in the footnotes. These describe my thoughts 
and responses during the course of my research with anecdotal evidence taken from my 
personal research journal, where appropriate. The main purpose of the footnote is to record 
the more personal parts of my research journey (process), which I believe played an important 
role in my personal development as a researcher. I believe the footnotes could help me in any 
future research that I might undertake by reminding me of the journey and learning from it 
and possibly even help other novice researchers like myself. 
3.1 Research orientation 
The research presented here is based on the time I spent with 10 supervisors who had been 
identified by their manager as having responsibility for the areas of Mathematics, Science 
and/or Technology education in the GET Band. The overall aim was to explore 
understandings and expectations held by MST supervisors of differentiation in the GET Band. 
Issue: Finding focns 
To actually get to this stage took a long time. Initially, when I was thinking about what to do 
for my research, I wanted to explore differentiation practices of mathematics educators based 
in different socio-economic areas. I was going to identifY how educators practice 
differentiation, explore their understandings around differentiation and to identifY which 
factors hinder or support differentiation practices. I wanted to compare this to what district 
officials and supervisors thought. 
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One of the comments made by the Higher Degrees Education Committee at Rhodes was 
whether this was actually doable. It was suggested to me that it might be interesting to take a 
step back and look at what is actually expected from educators in terms of differentiation. I 
thought that because Whole school evaluations had recently started in South African schools, 
it seemed that WSE supervisors would be a good choice, as they were at the cutting edge of 
knowing what should be happening in schools 
The research is positioned within the qualitative tradition of enquiry: 
Qualitative research is an inquiry process of understanding based on distinct 
methodological traditions of inquiry that explore a social or human problem. 
The researcher builds a complex, holistic picture, analyses words, reports 
detailed views of informants, and conducts the study in a natural setting. 
(Creswell, 1998:15) 
Qualitative research centres on 'process, meaning, and understanding' (Merriam, 1998:8). 
Qualitative research does not begin with hypotheses, but rather research objectives to guide 
the enquiry. 
The aim of the research was to gain a deep and rich understanding of the participants ' 
perceptions about differentiation. The objectives of this research were: 
• To identify what WSE supervisors understand by the term differentiation (conceptual) 
• To identify how WSE supervisors expect differentiation to be achieved by educators 
(conceptual) . 
In order to do this, it was considered necessary: 
• To identify the role of WSE supervisors (contextual). 
I was interested in exploring the participants' 'words and actions in narrative or descriptive 
ways more closely representing the situation as experienced by the participants ' (Merriam, 
1998:2). I employed a qualitative tradition of enquiry to explore and capture the experiences 
of the participants, as well as their perspectives on differentiation. Johnson (1993:7) asserts 
that social research should seek to extract the 'meaning' of events and phenomena from the 
research participants' point of view. Anderson (1998: 119) asserts that qualitative research 
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explores phenomena in their natural setting and uses a range of methods to interpret, 
understand, explain and bring meaning to them. Berg (1995:7) suggested that qualitative 
research allows 'the researchers to share in the understandings and perceptions of others.' In 
this sense my research attempted to do that. 
A qualitative design best fitted the exploratory nature of my study. I wanted to move away 
from a positivist orientation, aimed at proving a hypothesis, towards an interpretive 
orientation aimed at developing understanding. This, I understood, would mean that my 
research would probably be more open and less structured." However, after learning more 
about the richness of data that I would get with qualitative research, I decided to go that route. 
I realised that this would be more enriching and meaningful to me as a researcher, as I 
believed it would enhance the value of my data, as well as be more appropriate in meeting my 
objectives. 
1 imagine myself as a kind of private investigator trying to see patterns and 
links in my data, the evidence that 1 will col/ect, and maybe 1 might find 
something interesting to note. [Research Journal: Feb 2003] 
During studying for my Honours, I had undertaken an action research project. I was aware 
that this consisted of continuous cycles of planning, action, observation and reflection 
(McNiff, 1988:27). However, I came away thinking that even if I didn't carry out an action 
research project as such, surely any research would include all these components. In this sense 
my research included a plan of action, observation of what happened during the research 
process and then a reflection of what was observed to plan further. 
The research may be described as interpretive in that its intention is focused on generating 
understandings of personal realities of a particular context through the interpretation of data 
generated through interaction with the research participants. This approach 'aims to explain 
the subjective reasons and meanings that lie behind social action' and is thus built on an 
intersubjective epistemological stance (Terre Blanche & Durrheim, 2002:6). The key 
assumption in interpretive research is that reality is subjective and multiple realities are 
constructed socially by people (Merriam, 1998:4; Maykut & Morehouse, 1994: II; Cassell & 
I! 1 can't decide whether I want to go with that route because / feel that J might feel more secure with something 
more structured [Research lournal: Feb 2003] 
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Symon, 1994:2). Anderson stated that studyi ng and interpreting human experiences in 
authentic settings cannot be best represented quantitatively. 
Qualitative research is a form of inquiry that explores phenomena in their 
natural settings and uses multi-methods to interpret, understand, explain and 
bring meaning to them. (Anderson, 1998: 119) 
The research was conducted as a case study focusing on supervisors employed by the GDE in 
South Africa. A small qualitative case study was considered best suited to my research 
objectives [Please refer to Chapter I - Introduction]. According to Leedy and Ormrod 
(2001:149) a case study may be especially suitable for learning more about a poorly 
understood situation. A case study according to Cantrell (1993) as cited in Southwood 
(2000:38) is 'a small information-rich sample, selected purposefully to allow the researcher to 
focus in depth on issues important to the study.' In this regard, my research may be portrayed 
as an interpretive case study. It is recognized that a case study approach is not aimed at 
generalising but rather gaining deeper insights into specific contexts that may have relevance 
for and resonance to other contexts (Southwood, 2000). 
Yin (1989) viewed the use of qualitative methodology in case studies focus ing on ' how' and 
'why' questions as a preferred strategy when dealing with current phenomena within a real 
life context. In this sense, the most appropriate method for conducting a study on the 
understandings and expectations around differentiation was to use a qualitative methodology. 
Because this study was narrowly focused in one office setting with ten s, a case study 
methodology was considered best suited. 
By cOflcefltratiflg Ofl a siflgle pheflomeflofl or entity, this approach aims to 
uflcover the iflteractiofl of sigflificaflt factors characteristic of the 
pheflomeflofl. (Merriam, 1991: I 0) 
In this sense, using case study methodology helped me provide a means to try to understand 
the experience of my research. The phenomena, which in my case was the concept of 
differentiation, was interpreted through two interacting lenses; through the participants' lens, 
and through my own lens, based on my own experience and expertise, but more directly 
influenced by theory around differentiation. 
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3.2 Participants 
The focus of the research was specifically on the understandings and expectations of 
differentiation held by s. The rationale for this was to develop insight that would inform 
future development work and further research with educators, district officials, learning 
support material developers and teacher training institutions in the field of differentiation. The 
role of the supervisors is to collect evidence to help them reach fair judgements about schools. 
Amongst other evidence to be collected, observation of classroom practice occupies 50% of 
the supervisors' time (DoE, 200Ib:4) . Hence, the role of the supervisors in terms of 
evaluating teaching and learning in schools is of great significance, and it was therefore 
considered important to develop awareness around their understandings and expectations. 
The focus of qualitative research is on quality instead of quantity and so on data richness 
instead of data volume. This understanding informed my choice of participant sample size. 
Sample design in qualitative research is usually purposive (Walker, 1985). As the research 
was interpretive in nature, purposive sampling, whose deliberate aim is to select' information 
rich cases' was chosen (Merriam, 1998:61 ; Maykut & Morehouse, 1994:45). 
The logic and power of purposeful sampling lies in selecting information rich 
cases for study in depth. Information rich cases are those from which one can 
learn a great deal about the issues of central importance to the purpose of 
research. thus the ter.m purposeful sampling (Patton, 1990: 169) 
Issue: Entry into field 
1 tried to call the WSE office on numerous occasions to find out how many supervisors were 
actually involved in MST evaluations who worked full-time at the GDE. I was unable to 
obtain the exact figure from the various people I spoke to telephonically. Also, it was 
difficult to actually get anything in writing because I had to first get permission to do my 
research with s. This would have helped me to be more specific in my proposal but I could 
only get access to this information as well as their library once I had gained entry into the 
field. It felt like a catch 22 situation. 
It was anticipated that approximately twelve supervisors would participate in the study. These 
supervisors would be employed full-time with the education department and would all be 
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specialists in MST education in the GET Band. I decided to focus on supervisors that were 
employed full-time, rather than contract workers, because I felt it would be easier to locate 
them and arrange meetings, if they were based in the same office. In this sense, it was a 
convenience sample, due to specific limitations of research, in terms of financial and time 
constraints. The decision to involve all MST supervisors was in order to elicit more data, 
because at that particular stage, I didn't know the quality of the data I would get from just a 
few participants. Nor did I know whether they would all be happy to participate in my 
research as the research continued. 
Issue: Flexibility 
The supervisor manager kindly offered to invite all MST supervisors to the meeting scheduled 
for 1,5 hours where I had envisaged giving them a debriefing about my research and then 
allow time for a few questions for about ten minutes and then the rest of the time to complete 
the questionnaires. During my telephonic discussions with the manager before the debriefing 
meeting, I had asked the manager if it would be ok to ask them to complete questionnaires 
after my debriefing session and I was told that was no problem. However, on the actual day of 
the debriefing meeting, the other manager said that I should rather leave the questionnaires 
with them to complete in their own time. I indicated that this was no problem at all. I knew I 
had to be flexible because they were giving me their time and J should consider myself 
privileged. I had to make a plan as to how I would collect the questionnaires and at the 
meeting the supervisors suggested that they would like to give their questionnaires to the 
manager for me to collect. Of course I asked the manager myself if this was ok with her. One 
cannot just assume these things. She was very kind to say that she'd be happy to collect them 
for me. I asked her for a list of all MST supervisors who were responsible for evaluating 
schools in the GET band. She said she'd have it ready for me the following week when I 
collected the questionnaires. 
Participation of the supervisors would depend on accessibility and the level of willingness on 
their part to be involved in the research. I decided to hold a debriefing meeting to inform the 
supervisors about my research and to tell them that their participation would be greatly 
appreciated. I felt it was better for me to do this in person than send a letter because we hadn't 
met each other and I believe that being there in person creates more of an impact on both 
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parties. Fortunately, everyone who attended the debriefing session decided to participate in 
the research. 12 
I found out who wanted to participate by actually asking them at the debriefing meeting and 
they agreed very amicably. They were asked to complete the questionnaire ifthey wanted to 
participate in my research. They were informed that their individual names would not be used 
in the research. I was very grateful for their willingness. After the debriefing meeting, a 
participant encouraged me by saying that I handled the questions at the debriefing meeting 
very well. As a novice researcher, it gave me the impetus to move forward. 
Three participants who attended the debriefing meeting were not working directly as WSE 
supervisors anymore, but were involved with the work carried out by these supervisors in 
many ways. They had participated in supervisory training, were involved with either Maths, 
Science or Technology education and had shown an interest in my research at the debriefing 
meeting that they were invited to by the manager, so they were included in the sample too. 
The reason I chose to focus on MST learning areas was because the National Strategy for 
MST education had been recently introduced in South Africa, reflecting the interest and 
concern in these areas of the curriculum, and secondly my own personal interest in these 
learning areas 
3.3 Data generation 
According to Maykut and Morehouse (1994:46), qualitative data is most often people's words 
and actions, which require methods that allow the researcher to capture language and 
behaviour. For the purpose of this study, I focussed on words rather than actions, based on the 
assumption that this would reveal their feelings and understandings regarding differentiation. 
I therefore used questionnaires and interviews as techniques for generating this type of data. I 
12 After the debriefing session, I had expected a/ew questions/rom the participants. However, I felt absolutely 
exhausted after the questioning session. I felt that / had been bombarded with hundreds of questions about my 
research methodology. I gOI the impression that some felt that J had come there with my own hidden agenda. I 
felt that I handled the questions very calmly and well and tried 10 explain what 1 was trying /0 do. J came away 
feeling that overall it was a fruitful and positive meeting. On hindsight I am glad they asked me the questions 
because it helped to clarify my own thinking. II was good practice for me to go through this process. J think the 
unexpectancy of it was what caused me to get tired. Next lime be prepared/or many questions after a debriefing 
session Don't assume anything. [Journal entry: May 2004] 
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also recorded personal reflections in a research journal - a 'written account of what the 
researcher hears, sees, experiences, and thinks in the course of collecting and reflecting on the 
data' (Bogdan & Biklen, 1982:74). 
Before administrating the questionnaires or interview schedule, a pilot of the questionnaires 
and interviews was run with a colleague involved in teacher training with a science 
background. The pilot was used to improve and amend the questionnaire and interview 
schedule by changing the wording in order to elicit a better response from the participants 
(Strydom, 1998: 183). While it would be ideal to use WSE supervisors to carry out the pilot, 
there were too few and I did not want to compromise my sample. The pilot helped me to 
ascertain how effective the questionnaires and interviews were and thus validate the tools 
being used. It helped me ensure that the questions were clear and not misleading, i.e. to see 
how well the tools worked (Gillham, 2000:42) and also indicated the type of data that the 
questionnaires and interviews might generate [Please refer to Appendix I: Questionnaire and 
Appendix 2: Semi-structured interview schedule]. 
Further, I found that when time allowed at the end of the interviews, I asked participants if 
they had any questions to ask me. Interesting data that I hadn't considered came through a few 
times. I might not have received this information if I hadn't asked this question. 13 
3.3.1 Document Analysis 
Analysis of a range of WSE related documents, generated data about the context of the 
research [Please refer to Chapter 2 - Context]. Some document analysis was conducted prior 
to gaining entry in order to contextualise the research. These documents were freely available 
and included governmental policy documents such as Evaluation Guidelines and Criteria for 
the WSE Policy document (DoE, 2001b) and the Government Gazette regarding policy on 
WSE (DoE, 200Ia). It was envisaged that other WSE documents would be made available to 
me from the OFSTED library once I had gained entry, for example documentation on the 
background of WSE in South Africa. This would give me information on the context in which 
I was working. If other evaluation tools such as observation schedule/profile forms were used 
by supervisors, this would help me see if differentiation was included in any way. WSE 
reports would possibly indicate something about differentiation too. It became apparent, 
!3 In future research I would plan more deliberately for this question. 
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however, during the course of my research that there seemed to be some hesitation and 
uncertainty in allowing me access to these reports, so I didn't pursue this avenue further. The 
information was mainly obtained from the supervisors, as there wasn ' t much documentation 
relevant for my research in the library. 
Initial analysis of the Evaluation Guidelines and Criteria for the WSE Policy document (DoE, 
2001b) led to the identification of two specific focus areas which the study would relate to, 
namely 'Quality of teaching and learning and educator development' and 'Curriculum 
provisioning and resources', both areas which encapsulated aspects of differentiation. 
However, during the course of the research it became apparent that all the focus areas relate to 
differentiation. 
3.3.2 Questiounaires 
Questionnaires, designed with reference to the guidance offered by Kanjee (1999), were 
administered at the beginning of the research process. The questionnaire was given to all MST 
supervisors. This questionnaire was intended both to build a picture of the participants' 
teaching and training experiences, as well as qualifications, in the form of professional 
profiles. These were used to help develop some questions for the interviews. I was aware that 
at the time the questionnaires were administered, participants were in the process of 
completing their portfoljos towards recognition as accredited assessors!4 and supervisors. 
The questionnaire was divided into two sections. The first part of the questionnaire related to 
teacher training and development and the second part to OFSTED training and development. 
Some questions would require one word answers, some would need a tick for yes or no, a few 
questions required a sentence or two and a couple required completing a table. This 
questionnaire was fairly closed, in order to encourage a greater response and to elicit specific 
data, which could be clarified and enriched further through the interviews if deemed 
necessary. The questionnaire helped ascertain some background information about the 
supervisors' experience in education. 
14 I handed out the questionnaires today after I debriefed them about my research and asked them to complete 
the questionnaire if they were happy to participate in my research. Before the debriefing meeting I mel with one 
of the supervisors' managers, who informed me that the supervisors were busy with their portfolios for 
accreditation to become assessors. [Research Journal: Apri12004] 
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3.3.3 Interviews 
If a researcher's goal . . . is to understand the meaning people involved in 
education make 0/ their experience, then interviewing provides a necessary, if 
not always completely sufficient, avenue o/inquiry. (Seidman, 1998:4) 
Burton (2000:203) mentions that qualitative interviews are 'conversations with a purpose' . 
My aim was to try to understand the meaning of my participants' understandings and 
expectations of differentiation based on their experiences. 
I attempted to elicit two types of qualitative data in my interviews - contextual, relating to 
individual supervisors and the WSE context, and conceptual, relating to the concept of 
differentiation and the understandings and expectations around differentiation [Please refer to 
Chapter 2 - Context]. Ideas derived from the literature survey played a vital part in informing 
the type of questions I asked. Analysis of the questionnaire responses also informed questions 
asked during the interviews. 
The interviews were semi-structured in nature. The questions were open-ended and 
corresponded with my research objectives [Please refer to Chapter I - Introduction]. Berry 
(1999) suggests that open-ended questions give participants greater autonomy to answer 
questions in their own way. Southwood (2000:54) cites Ely, (1991) where she emphasises that 
open-ended questions 'can unearth valuable information that tight questions do not allow. ' In 
this sense I was hoping my participants would be encouraged to share their valuable 
understandings with me in their own way using their own terms. 
Questions in a semi-structured interview allow flexibility in wording (Merriam, 1998:74) and 
the enquiry process. This allowed me to guide the interviews with a series of questions and 
issues to be explored (ibid: 74). This format afforded me the opportunity to 'respond to the 
situation at hand, to the emerging worldview' of the participants and 'to new ideas on the 
topic' (ibid: 74) of differentiation. I wanted the flexibility to ask questions that could lead to 
new issues on the topic, which could add a richer generation of information during the 
interviewing process. Markson and Gognalons-Caillard (cited in Stones, 1988: 152) state one 
of the advantages of these interviews is their flexibility, which allows the researcher to 'grasp 
more fully the subject's experience.' 
50 
Chapter 3: Research Design 
The aim of the semi-structured interviews was firstly, to generate rich qualitative data that 
would go beyond the surface talk to a rich discussion of thoughts and feelings (Maykut & 
Morehouse, 1994:80). Such in-depth interviews provide 'the opportunity for the researcher to 
probe deeply, to uncover new clues, to open up new dimensions of a problem and to secure 
vivid, accurate, inclusive accounts that are based on personal experience' (Burgess, cited in 
Walker, 1985:4). Secondly, the interviews were used to clarify and enrich data gathered in the 
questionnaires. Follow up interviews were carried out for clarification, to invoke further 
response to the questions or to explore further issues which arose in previous interviews. 
The interviews were carried out on an individual basis to create space for the participants to 
respond freely. I carried out all interviews in a conference room at the OFSTED premises, 
where we were unlikely to be disturbed or heard. The interviews were conducted at a time 
agreed by each participant. Each interview was planned for an hour with half hour breaks in 
between each participant. This allowed me time to write down some thoughts after the 
interview if I needed to and also if an interview started late for some reason, such as if the 
supervisor had to be in a meeting for example, it gave me a bit of leeway. 
Capturing of the interviews was carried out using an audiotape recorder after verbal 
permission was sought from the participants. IS This permission was recorded on the tape. 
Burton (2000) points out that tape recording an interview is a more reliable record than note-
taking. In this sense, my choice of recording tool served its purpose of allowing me to record 
accurately every word for later transcription and analysis. I also used the interviews to 
evaluate myself as an interviewer so that I could improve in my interview techniques during 
the course of my research. 
Southwood (2000) describes how she dealt with the issue of the fear the participants might 
have in committing themselves to tape: 
The fear of 'committing oneself' to tape was an issue that I tried to alleviate by 
assuring the teachers that they would have editorial rights over their 
transcript. I recognised I risked possibly lOSing significant information, but felt 
that the more comfortable they felt, the more forthcoming they were likely to 
be. (Southwood, 2000:57) 
15 Capturing conversations 
I must remember to take lots of paper with me so that if someone doesn '( want to be tape recorded, I have 
something to write on. I wonder what will happen then. Maybe I won 'f be able to ask everything I want to ask 
because my time will be spent writing up in the interview. 1 should seriously consider learning shorthand for 
future research [Research lournal: May 2004]. 
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I adopted a similar approach inviting my participants to edit their transcripts as they saw fit. I 
felt this transparent approach helped my participants to be forthcoming and relaxed during the 
interviews. In turn, as a novice researcher, this helped me to feel relaxed too. One participant 
said that she had the confidence in me and my supervisor, and wouldn't even mind if she 
didn't see the transcript at all. I did show it to her for her comments, however. It appeared as 
if they were eager to discuss their perceptions freely, apart from just one time when I was 
asked to switch the tape off for about half a minute, where one of the participants wanted to 
share something very personal off the record with me. They were also assured that their 
personal names would not be used in the research. 
Most interviews were transcribed by me apart from a couple, which were transcribed by a 
professional transcriber (due to time constraints). Each transcript was checked through by 
myself and then each participant was asked to review the transcription of her own interview to 
edit it and/or to add things that they might have forgotten to tell me. This not only helped to 
ensure the accuracy of the data, but also created further opportunity for further enriching and 
validating the data. 
Certain issues arose during data generation: 
Issue: Technique 
My questions seemed a bit difficult to answer at times. I had to rephrase some of my 
questions more than once. I wonder whether a differentiated approach to interviews would be 
a good idea as a research strategy. I know I personally am a learner who cannot remember 
things easily. I prefer to have something written down because that's how I process 
information. If I had given written questions for the participants to refer to during or prior to 
the interview it might have aided both clarification of the question, but also given the 
participants time to think about the questions, possibly encouraging more comprehensive 
responses. 
Sub issue: Some of my questions were very similar and I was getting similar answers. 
Some questions were quite similar in nature, so I was getting similar answers for the 
following two questions: 'What would you say are the key strategies of differentiation that 
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you would expect from educators?' and 'What evidence would you look for to show that 
differentiation is taking place?' 
Er, I don 't know because you know, the question seems exactly the same as the 
previous one. (Laughs) . Because I was just going to say I've already answered 
that question. [P3 , II , L636-638] 
Similar answers were obtained for both questions. My initial reason to include both of these 
was to get as much specific information as possible. 
Sub issue: Some of my questions weren't worded very clearly. 
Regarding a question on how the OFSTED training equipped the participants to evaluate 
teaching and assessment using OBE principles, I was not necessarily referring to the training 
that OFSTED itself had done, but the training the supervisors had had whilst they were at 
OFSTED: 
Ya the training that we received from the province ya I wouldn't classifY that 
as OFSTED training .. . 
It's to do with teaching and learning of educators? 
Ya. It's it 's for all officials. It's not an initiative from OFSTED er it 's run by 
the province er but ya OFSTED are sending us there, so perhaps you can 
consider it as an OFSTED training. [P4, 11, L522-529] 
P9 responded similarly: 
Ya, look being a science teacher we always did practical exams, we always did 
practical, so moving from .. . I never taught in OBE. I trained in OBE. 
Then many years ago? 
No, no I did the training. 
I see, with OFSTED? 
No not with OFSTED, in the district. I trained the OBE people. 
Ok, but you haven't had an opportunity to teach it. 
I never taught it, no. So, but, being a science teacher gave me the opportunity 
to understand what they're looking for, because we did the experiments and we 
did the practicals and we did the, and we did the practical exams, you know so 
that the learners could experience the science which made it so much more 
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clear to them and then carry on there, so that's what I meant by saying my 
training did not equip me for OBE. [P9, II, LI98-2l6] 
When I asked the question, 'Where in your list of priorities would you place differentiation 
when you evaluate the quality of teaching and learning?' I was asked 'In comparison to?' 
If I was to do this again, I would be more specific and ask, 'Where in your list of priorities 
would you place differentiation when you look at documents, when you make observations 
and when you interview teachers about the quality of teaching and learning?' This is because 
as I was interviewing people, I noticed that these are the areas where they look for their 
evidence. Of course I wasn't aware of this before the interviews. 
I had to rephrase the same question to help one of the participants: 
I would be able to answer that if I knew what elements we are looking at in the 
quality of teaching and learning? 
Differentiation. 
Ya no we have this differentiation and what are the other, where would I put it 
in the list .. . 
Ya. 
By list you are saying the elements 
What I'm saying is say for example how important is differentiation do you 
think when you are talking about the quality of teaching and learning? 
[PIa, II , L927-940] 
PI, P5 and P8 needed clarity on the same question: 
Yes sure that's er very very important. What I was going to ask you PI was 
where in the list of priorities would you place differentiation when you 
evaluate the quality of teaching and learning? What I'm basically asking is 
how important is it? 
In comparison to? 
In comparison to maybe other things you would look for within the quality of 
teaching and learning? 
(Longish pause) 
How important is differentiation? Let me rephrase that. How important is 
differentiation when you talk about the quality of teaching and learning? 
I think it is very much important er .. . [PI, II, L503-516] 
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P5 responded similarly: 
Ok thank you. Where would you say, P5, in your list of priorities, where 
would you place differentiation in your list of priorities when you evaluate 
the quality of teaching and learning? 
Er, you know, it's a conglomeration of things. Ok, I cannot say this supercedes 
this. It's like teamwork you know. It's like a link, you know. It's like a chain. 
Even a missing link er ... Definitely it won't work out, you see. So I cannot say 
this is much better than this one. They are all on the same level. 
When you say they are all on the same level, what do you mean all? 
I cannot take differentiation more than er er er quality of teaching or 
governance or whatever, you know, specifically say this one is important than 
this one. Differentiation definitely it's very very very important. It 's part of of 
what is happening there. It's not the the you know. It doesn 't supercede other 
ones because if it 's not there nothing will ever happen. It's not like that .. It 
forms part of the chain. If you 're talking governance there's there's 
differentiation, if you're talking quality of teaching, if you 're talking parents 
and community you know it comes around like that. 
What I'm talking specifically about is with respect to the quality of teaching 
and learning er as you've said there's so many elements of the quality of 
teaching and learning. So within quality of teaching and learning, where 
would you place differentiation in terms of your list of priorities? 
Er (pause) 
What I'm saying is would it be a really important one, a medium important 
one or a low important one? Can you give me some kind of idea? 
I really can't tell about this one. I cannot say to me, I cannot say this is 
priority number one, this is very important. If it doesn 't happen things will no 
no no no no. To me it's it's ok it's on the same line as all the other priorities. 
[P5, II , L872-904] 
P8 also responded similarly: 
P8 where in the list of priorities would you place differentiation when you 
evaluate the quality of teaching and learning? Where in the list of 
priorities . .. 
Which priorities? 
Priorities in terms of the things you would lookfor to evaluate the quality of 
teaching and learning, what I'm basically asking is how important is ... 
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Ya, do fleel it's important? fleel it is very very important 
lpg, II, LS31-S40j 
This was quite a difficult question I think for many participants. Even after I had asked the 
question more specifically, PS paused for a little while before answering the questions. 
Issue: Unnecessary data generated due to inappropriate questioning in the initial stages 
of the research 
In the questionnaires, I asked specific questions about OFSTED training and consequent 
expertise to evaluate teaching a diverse range of learners. I also asked questions around the 
evaluation of teaching and assessment using OBE principles. The data that was generated 
from these questions proved to be somewhat confusing and actually not of direct relevance to 
my research objectives [Please refer to Chapter I - Introduction], so I chose not to analyse that 
data during the course of my research. 
I thought it would be interesting to see if there was alignment between understandings of 
OBE principles, teaching a diverse range of learners and expectations around differentiation. 
Whilst I still feel it would have been interesting, I decided that it was unnecessary, in tenns of 
the objectives of this particular research project.[Please refer to Chapter 5 Conclusion - Issues 
and implications 1 
Issue: Data generation procedures 
There were times where I made reference to the dictaphone, which might have hindered the 
participants to say exactly what they wanted and interrupted the flow of the interview. 
This was quite a difficult question I think for many participants, even after I had asked the 
question mo There were times when the dictaphone wasn't allowing the tape to go around, 
which meant that I lost some information during the interviews. 
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In some instances I had gone way over time and so didn't get an opportunity to ask all the 
questions. This indicated that I possibly had too many questions on the schedule [Please refer 
to appendix 2: Semi-structured interview schedule] 
3.4 Data Analysis 
Hammersley and Atkinson (1995:209) state that 'The initial task in analysing qualitative data 
is to find some concepts that help us to make sense of what is going on in the scenes 
documented by the data.' New concepts may be taken from 'folk terms' i.e. the terms the 
participants use (Spradley, 1979), or the researchers may find useful concepts though 
literature. 1 have used both these approaches in my analysis. It was hoped that the conceptual 
aspect would give me a rich understanding of the participants' understandings around 
differentiation. 
Pseudonyms were used in the process of data analysis to protect participant identity, so that 
that the analysis would 'not embarrass or in other ways harm them' (Bodgan & Biklen, 
1982:44). For the purpose of not divulging their identity further, I used codes instead of 
pseudonyms when tabulating their roles because within the sample, I had supervisors who 
were involved with other functions [Please refer to Appendix 3: Roles]. I have also referred to 
the supervisors in the text as females to further protect their identity. During the course of my 
research, I also found out that one supervisor had achieved her accreditation as an assessor. I 
didn't write this in her professional profile to further protect her identity. 
I conducted data analysis in conjunction with the data generation, as well as subsequent to 
data generation, rather than as a separate activity. 
The analysis of qualitative data is best described as a progression, not a stage; 
an ongoing process, not a one lime event. 
(Erlandson, Harris, Skipper & Allen, 1993: Ill) 
While informal data analysis occurred during data generation in the form of joumalling and 
memos, formal processes of data analysis occurred immediately after gathering the data and 
continued during the other stages of the research (Maxwell, 1996:130). The data was first 
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analysed broadly after data transcription in order to interrogate further issues and/or for 
clarification. 
According to Bogdan and Biklen (1992: 153) data analysis involves working with data, 
categorizing it, breaking it into manageable units, synthesizing it, searching for patterns 
within it, ascertaining what is important and what is to be learned, and finally settling on what 
you will tell others. Thematic analysis in particular, the approach taken in this research, 
involves: 
... looking at the occurrence of selected terms within a text or texts, although 
the terms may be implicit as well as explicit. While explicit terms obviously are 
easy to identifY, coding for implicit terms and deciding their level of 
implication is complicated by the need to base judgements on a somewhat 
subjective system. 
(Palmquist.http: //writing.colostate.edu/referenceslresearchlcontentlcom2bl.cf 
m,IO December 2004) 
I categorized themes both inductively and deductively: 
An inductive approach involves the researcher 'immersing ' herself in the data 
in order to identifY the various dimensions or themes that seem meaningful to 
the producer of each message. In a deductive approach the categories are 
suggested by the theoretical perspective and the data is searched for material 
that supports these categories (Dugmore, 2003: 43) 
After transcribing, I listened to the tapes again and read the transcript. I recorded common 
words and phrases and potential themes. Some themes did not relate directly to my research 
objectives (Please refer to Chapter I - Introduction], so later after my second interviews, I 
categorized themes using the research objectives as a framework from which to start. 
However, I didn't initially disregard data that was not directly related to my research 
objectives, because at the back of my mind I thought that other things might emerge from my 
data that I hadn't even considered. 
Analysis of the questionnaires, interviews, documents related to WSE and my private research 
journal was carried out integrally. Interview analysis occurred infomnally during the 
interview, as wel1 as more fomnal1y during later engagement with the transcripts. Infomnal 
analysis occurred during the interview in the sense that upon hearing the responses, questions 
were asked, which I thought would be significant to my research objectives (Please refer to 
Chapter I - Introduction]. At times the interviews were more like conversations where I asked 
questions that were of interest to me. These were not necessarily related to my research 
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objectives. I felt that this helped the interview to be less 'formal' in nature and eased the flow 
of the interview. 
A more formal process of thematic analysis was carried out later. After transcribing, broad 
themes were identified and indicated on the transcript. During interview analysis of 
participant roles and Differentiation expectations, I carried out certain steps to enable me to 
analyse the data. Firstly, I read the whole transcript to myself a number oftimes to familiarize 
myself with the responses. Secondly, I wrote some of my thoughts on the side of the 
transcript. Thirdly, I highlighted areas that were relevant to the questions on my interview 
schedule [Please refer to Appendix 2: Semi-structured interview schedule]. This was followed 
by identifying and coding broad themes emerging from each transcript by using an open 
coding system (Suri, 1999). 
I started the more formal process of thematic analysis by focussing on my research objectives. 
I read the transcripts to identify chunks of data that would help me meet my research 
objectives. Once I chose the chunks of data, I started to code the data into themes. The 
process of analysis proved to be complex, non-linear and non rigid in nature. I had to go back 
and forth between each transcript to recode transcripts I had already coded. 
The coding consisted of words. I tried to identify themes related to my first research objective, 
which was to identify what is understood by the term differentiation. As a result of this 
process a typology emerged [Please refer to Chapter 4 - Data Analysis]. As Taylor & 
Bogdan, (1998:144) point out, 'typologies can be useful aids for identifying themes and 
developing concepts and theories.' The typology displays different dimensions related to 
understandings and expectations of differentiation. 
I tried to use more than one participant's response, where possible. Usually such analysis 
'requires that you decide beforehand what your code set should look like, by determining 
important relevant key terms or codes beforehand, after looking at the relevant literature on a 
subject' (Babbie & Mouton, 1998:492). However, my coding didn 't work exactly like that. 
My literature review did help me to establish themes in my mind, but as I analysed the data, 
other themes emerged which informed my literature review. I didn't want my preconceived 
themes to hinder me from discovering new aspects emerging from my data. If I found 
something relevant to my objectives in the data, I made a note of it. By doing this, I wasn't 
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only concentrating on coding for frequency, but, instead I was coding for existence (Babbie & 
Mouton, 1998:492). 
It was difficult for me to sift through many pages and recode the themes so many times, so I 
decided to condense the data of each participant using Excel worksheets . This helped me to 
see the data in one or two pages rather than sifting through many pages of the transcript. 
Instead of writing the full quote I mostly wrote the keywords or the main idea, as I interpreted 
it, from the quotes to show the roles and expectations [Please refer to upper case text in 
Appendix 3: Roles and Appendix 5:Differentiation expectations. 
I wrote the main idea of what the participant was saying in a sentence. Sometimes a whole 
paragraph was condensed and sometimes a few sentences. Sometimes a sentence was written 
as found in the transcript. Upon identification, the themes were colour-coded. Microsoft Excel 
was used to illustrate the identification and organization of the identified themes from the 
responses of the participants (Miles & Huberman, 1994). Broad themes were written in capital 
letters on each line and each line was analysed for key words in order to determine sub themes 
[Please refer to Chapter 4 - Data Analysis). I highlighted the key words in each line in 'Bold ' . 
This helped me to write themes on each line on the Excel sheet. Some of these themes were 
quite broad, so upon further analysis, sub themes emerged. The key themes identified in the 
understandings and expectations around differentiation were then categorised into four broad 
categories. [Please refer to Chapter 4 - Data Analysis). 
3.4 Validity and reliability 
The terms validity and reliability have been used commonly within a more positivistic 
orientation to research . It has been argued by many researchers that qualitative research, 
which is based on different assumptions about reality and a different worldview, should 
consider validity and reliability from a perspective compatible with the philosophical 
assumptions underlying the paradigm. This may result in renaming these concepts (Lincoln & 
Guba, 1985; Merriam, 1998:200) to 'trustworthiness' and 'credibility.' I employed different 
techniques to make my research more credible and trustworthy. 
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More than one method of data generation was employed to ensure greater validity in terms of 
triangulation. Maxwell (I996:75) states that triangulation reduces the risk that one's 
conclusions will reflect only the systematic biases or limitations of a specific method. The use 
of both questionnaires and interviews not only helped to enrich the data but also allowed 
opportunities for clarification, which added to the validity. If answers in the questionnaires 
were unclear, they were clarified during the interview. If the answers in the interview are 
unclear, they were clarified during further interviews. 
Throughout the process of data generation and analysis I endeavoured to ask questions of 
reflexivity and voice as part of a process of engaging with the data (Patton, 2002: 495) and 
validating the interpretation of it. I tried to own my own voice and try to be reflective about 
my own voice and perspective. This was done by trying to understand the perceptions and 
expectations of my participants in all their complexities whilst at the same time being self-
analytical (ibid:4). I endeavoured to 'triangulate' the analysis using self-reflexivity, 
participant reflexivity and peer/supervisor reflexivity. This involved a process of 'consensual 
validation' (Southwood, 2000; Lincoln & Guba 1985), which resulted in sharing the data 
generated and interpretations made with the research participants for their critical engagement 
and feedback. 
Having those who were studied review the findings offers another approach to 
analytic triangulation. Researchers and evaluators can learn a great deal 
about the accuracy, completeness, fairness and perceived validity of their data 
analysis by having the people described in that analysis react to what is 
described and concluded (Patton, 2002:560) 
3.5 Limitations 
The main limitation of my research was time. The process of entry took longer than 
anticipated and by the time my entry permission was granted, my time was quite limited. The 
availability of some of my participants was also quite limited as they were very busy with 
work related to the functions of their office. On certain days, staff meetings were arranged on 
the morning of my arrival, which meant rescheduling interviews for other days. There was a 
period when the participants were not going to be available for at least three months, which 
created some tension and stress for me. 
Another limitation was physical accessibility. The OFSTED site was quite far from my home. 
One particular time I was involved in a car accident on the way there, which meant that I 
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couldn't carry out my second interviews with some participants. , resolved this situation by 
getting feedback on the transcripts through electronic mail. The feedback had to be chased up 
on numerous occasions before' finally received it because the participants were called out of 
their office for other functions. Only one participant was unable to even respond to the 
questions via electronic mail on time. 
Another limitation was the use of a dictaphone, which was not as reliable as , had anticipated. 
Sometimes the dictaphone didn't allow the tape to turn round and sometimes, 'couldn't hear 
the participants' words clearly. Also, instead of not focusing on the dictaphone, there were 
times where' asked the participants to see if the tape was going round, which' realize made 
them more aware of the tape and therefore possibly more self-conscious. 
, only engaged in two cycles of interviews. However, , would have liked the opportunity to 
follow these up further and to ask the participants to provide me with their input on my data 
analysis. Unfortunately, time was limited in terms of getting my thesis completed as well as 
participant availability due to their many office functions . I have resolved this by deciding 
that this study will not be published until , have received input on my analysis from the 
supervisors. 
'fthe data generation was compromised, it might have been due to my own lack of experience 
in interviewing. My questioning technique left room for much improvement. However, , do 
feel that this improved over time. For example, some of the questions were rephrased once' 
realized that participants needed more clarity on what , was asking. In retrospect, the 
opportunity to do second interviews clarified some issues that only came to my attention 
during the transcribing and analysis process. A third interview would have been very 
beneficial and might have added further richness to the data and improved the reliability of 
the data analysis. In retrospect, a more thorough piloting process would also have been 
beneficial and may have contributed towards a smoother process of data generation. , also feel 
that if! had carried out observations of the participants actually carrying out WSE, this might 
have enhanced the richness of my data. 
Because of the sample size and to protect their identity, participant differences such as gender 
or the relationship between learning area expertise and expectations were not explored, which 
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could have been quite interesting. It might have been interesting, for example, to explore if 
supervisors who worked within the same learning area had similar expectations around 
differentiation. 
Data was also generated around things that initially were perceived as important, but later 
were not seen as hav ing relevance to the scope of this study. This, in my opinion was a waste 
of time. I could have possibly got richer data on other questions, if I hadn't wasted time on 
this. 
I came to this research with a range of my own assumptions, which may also have limited the 
research. Some of these assumptions have been identified and are listed in the following 
section. 
3.6 Assumptions 
Some assumptions made during this study are discussed below: 
• Any 'OFSTED' training that the participants had would be regarded as training 
that was received during working with OFSTED regardless of who did the 
training. 
P4 pointed this out: 
Ya the training that we received from the province ya I wouldn't classifY that 
as OFSTED training but er .. . 
It's to do with teaching and learning of educators? 
Ya. It's it's for all officials it's not an initiative from OFSTED er it's run by the 
province er but ya OFSTED are sending us there so perhaps you can consider 
it as an OFSTED training. [P4, II , L522·529] 
The question would have been better worded and possibly better answered by most 
participants if! had not specified the word 'OFSTED.' 
• All supervisors will be familiar with appropriate approaches for different needs. 
PIO was unable to give me an answer on how to address partially deaf children: 
Ok and those that are partially deaf what would you .. 
63 
Chapter 3: Research Design 
Yah those that are partially deaf then they will have to find a way of doing it 
also. (Laughs) 
(Laughs) So PI 0 what kind of things would you expect on the learning 
programme to accommodate the partially deaf children? 
Er, look I'm not a specialist in that, 1 don't want, I don't want to answer your 
every question with a yes or no answer, 
Hmm. 
Because I am not a specialist ok, I have never been in a situation where I 
would be faced with such a kid, but from my understanding and also from my 
my experience of er being a teacher of being tallght methods ... 
Hmm 
I'm sorry, I'm able to answer some of the questions, but as we go deeper into 
'What specifically would you do? ' ... (laughs) 
(Laughs). 
Really, I'll not be able to answer unless you get a specialist to tell you the 
truth, otherwise I'll be lying to you, you know [PIO, 12, L171-196] 
• The educators were beiug evaluated. 
I had gone into the field with an assumption, based on my own evaluation by OFSTED in the 
UK, that educators will be assessed and given a level of competency. However, the South 
African context is apparently different: 
But I'm not looking at the person as such, I'm just looking at what is 
happening in the ciass, that isfor WSE. [P3, II, L439-440] 
P6 responded similarly: 
Whereas with the UK er inspection they hold educators accountable, yes yes 
they hold them accountable [P6, II , L584-585] 
• They'll remember everything I'd said at debriefing meeting. 
Because I had already talked about differentiation in the context of teaching and learning at 
the debriefing meeting, I had assumed that the participants would remember what I said. 
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Ok, I did say at the briefing meeting that its linked to the quality of teaching 
and learning. So maybe you know you can ... 
Ok. I can't even remember that, [P3, II, L463-466] 
• Different racial backgrounds in South Africa are neatly divided into African, 
Indian, Coloured and Afrikaans. 
In my ignorance, I hadn't realised that there are many African languages and different 
cultures within them, so even if a black learner was Zulu-speaking for example, his behaviour 
might be different to a Tswana speaking learner, In my teacher training experiences, I have 
not come across anyone discussing different behaviours amongst black learners speaking 
different languages, This was an eye opener for me, What a vast variation of cultures we have 
in our classrooms and how rich we are in terms of our diversity, Our rainbow nation truly 
represents a rainbow in that the light spectrum is not neatly divided into separate colours 
according to different wavelengths, but each spectrum's boundary diffuses in the next one 
giving us such richness and variation, 
They come from different backgrounds, Er you'll find that in a certain area it's 
all a group of Tswana people you know and it becomes very easy, you know, 
how they behave and all that even though their language you're a Tswana 
also, but if you move to another section you 'll find that the Zulu and Tsonga 
and that and that and that, And then you have 10 understand the cultural 
background some don't do this, some do this, some will look you in the eye, 
like you know, some don't look you in the eye, different cultures, that's 
different backgrounds, [PS, II, L607-613] 
For example, in the black culture the learners from the township, they are not 
always from the same racial groups, We have the Sotho, Tswanas, the 
Tsongas, who might be speaking different languages at home but at school 
they learn one, [PI, 11, L737-740] 
• Terminology used would be understood similarly. For example, the word 
'strategies' would be understood to be the same as methodologies, techniques, 
methods. 
One of the questions I asked was, 'What would you say are the main strategies of 
differentiation that you would expect from educators?' I made an assumption that everyone 
would understand the word ' strategies' like me. However, PIO needed clarification on the 
word, I had interviewed a few participants already before PIO and they didn ' t seem to want 
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clarity on the word I had used. After an interview with PIO, I used all these words in my 
questions incase they were misunderstood. This showed me that we can be so subjective not 
only in our interpretations during research, but also in the choices of words we use in the 
interview questions: 
Thank YOIL What would you say are the main key strategies of 
differentiation that you would expect from educators? The key strategies of 
differentiation? 
Wow. Key strategies. Why do you say strategies, may I ask? 
Methodologies, strategies whatever you want to call it. 
Techniques or strategies? 
Techniques, strategies yes. 
Because when you say strategies now I'm thinking high I'm really thinking 
high. 
Ok techniques. 
Ok that helps, that's better. (laughs) 
(laughs) 
That really helps. 
And that helps me to understand as well what kind of questions I must ask. 
Ya, can you repeat your question now putting in techniques? 
Sure, what would you say are the key techniques of differentiation that you'd 
expect from educators? [PIO, II, L872-895] 
• Educators and research participants would be acquainted with the term 
'differentiation.' 
It seems as ifthe word differentiation is not used in training: 
In their training, the word differentiation is not used, although they are 
expected to cater for learners with different ability levels. [P4, 12, L 732-734] 
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• Educators should meet the needs of all learners to allow them to reach their 
maximum potential. 
Although OBE specifies meeting the needs of all learners, in reality it isn' t as easy to do this 
as I initially thought. I was coming with my own perspective and experiences that as an 
educator I have to meet the needs of every learner in my class. Coming from a background of 
having no more than 30 learners in my classroom, I was speaking in ignorance, not realizing 
that the South African context is often quite different to that. I hadn 't considered the 
challenges of the large class sizes that many of our educators are faced with. 
I think I'm not sure which supervisors would look for something like thai but 1 
think a good lesson would address er the needs of most learners. 1 don 'I think 
we can address the needs of all learners especially if you look at the number of 
learners that educators have in the classroom [P2, 11 , L576-578] 
This was reiterated later in the interview again: 
.. . and most often er they don 't know their learners well enough whether it's 
because of the work loads that they're having or number of learners in the 
classroom. [P2, Il, L 795-796] 
• The participauts would have no problems with being transparent 
My past experiences related to research where I myself have been a participant have been of 
being transparent. I have been very open about what I have shared with researchers and was 
under the impression that all the participants in this research would be the same and wouldn 't 
feel uncomfortable if any of their transcripts were used for the research. However, I was 
making a great assumption. There was a time when one particular participant asked me to 
switch the dictaphone off because she wanted to share something quite personal from her 
experiences. 
It was quite interesting that P5 asked me to switch the tape off today. I felt 
quite good that she felt she could share this with me because she obviously felt 
comfortable with me as a person. Luckily it wasn't really related to my 
research objectives, so that was fine . However, if it was significanl for my 
research, I'd have to write aboul it as one of the limitations in my research. 
[Research Journal: May 2004] 
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In this chapter, I have described the design of my study. I have located the research 
methodology within an interpretive orientation and described it as a case study. In the next 
chapter, I present a discussion around the process of data analysis 
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CHAPTER 4 
DATA ANALYSIS 
In the last chapter, I described my research design to meet my research objectives. The 
purpose of this chapter is to present the analysis of the generated data in relation to the 
participants' profiles and experiences, and participants' understandings and expectations 
around differentiation. This is reflected in the form of identified categories, themes and issues, 
substantiated through direct participant quotes (in italics). 
The analysis is presented in two sections - contextual and conceptual. In the contextual 
section, I have documented the professional profile analysis and identified roles of supervisors 
and their educational experiences. Adding to the physical context [Please refer to Chapter 2 -
Context], this provides an appropriate backdrop for situating the interpretation of 
understandings and expectations of differentiation. This is followed by a conceptual analysis 
around the understandings and expectations of differentiation. 
4.1 Contextual analysis 
This section of the analysis is divided into two subsections - professional profiles and the 
roles of supervisors. This is intended to present a contextual backdrop to the participants and 
the specific context of the research. 
4.1.1 Professional Profiles 
This section presents an overview of the educational background and profess ional experiences 
highlighted by each participant. Relevant data has been tabulated using key words from the 
questionnaires and the interviews to develop profiles for each participant [Fig. 4.l.la] . 
From an initial analysis of the 13 questionnaires that were received, I discovered that two 
supervisors were not involved with evaluating MST education and one had evaluated only 
within the Further Education and Training (FET) Band. Because my research was focusing 
on supervisors involved with evaluating within the GET Band and MST education, I 
contacted these three supervisors and explained that it might not be necessary to involve them 
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in my research. They seemed happy with the suggestion. This left me with the remaining 10 
participants. 16 
It must be noted that many participants had taught before OBE was implemented. The names 
of the different subjects/learning areas were different before OBE was implemented. For 
example, P8 and P9 taught Science in the Foundation Phase grades, but according to the 
C2005 policy documents, there isn't a Learning area called Science as such. However, the 
RNCS includes Natural Science for the whole GET Band. 
The following Key needs to be used with Fig. 4.1.1 a below: 
KEY 
F Foundation phase 
I Intermediate phase 
IDS Institutional development & support 
LA Learning area 
LP Learning programme 
NGO Non-governmental organization 
PS Partially sighted 
Q&A Question and answer 
RPL Recognition of prior learning 
S Senior phase 
I All these supervisors were invited at the meeting by their manager. I had spoken with the manager before the 
debriefing meeting and explained that my research was focusing on supervisors involved with evaluations in the 
GET band and for MST only. The manager had very kindly suggested that she would be happy to get everyone 
together and organize the debriefing meeting for me. I didn't quite understand why these three supervi sors were 
asked to be at the meeting even though I had tried to be clear as to the type of participants. I asked them to 
complete the questionnaire if they wanted to participate in my research. Although] was very pleased that they 
had decided to participate, I was a little unsure of how to now tell them that they were no longer going to be 
involved. 'I don'l know how I will lell Ihem especially as Ihey seemed quite keen. f ieel really guilty Ihal Ihey 
have spent their valuable time at the debriefing meeting and completing the questionnaire.' [Research Journal: 
April 2004] 
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Figure 4.1.1a Supervisor background - Professional profiles 
,------- - ---,- ,-- - - --
Qualifications Prior experience Teacher 
training 
related to 
OBE 
Evaluation 
experience 
Significant training/ 
experience related to 
differentiation t7 
r----------- --- r rl -----------r----------------
PI 
B_Sc (Education) Major 
courses: Mathematics, 
Physics & Education IQI 
Qualified 10 leach: 
Mathematics, Physics 
IQ) 
Mathematics tutor I I ) 
Subject advisor I I ) 
Coordinator - curriculum & teacher development [ I ] 
Quality assuring LP development I I ) 
aBE LP development I I ) 
RPL I I) 
Worked with PS learners I I ) 
Teaching experience: 
[FET]IQ) 
----,---
P2 
Diploma [SP]IQ) 
Mathematics & Science 
graduate I I ) 
Remedial diploma 
IQIII) 
Qualified 10 leach: 
English, Afrikaans, 
Mathematics, Science, 
Physical Education IQ) 
HOD for Mathematics & Science I I ) 
Taught Right Living, Handwriting, & Cultural Studies 
Remedial [F, S]I I I 
Acting Deputy I I ) 
Natural Science facilitator I I ) 
School support I I ) 
Monitored & implemented old interim syllabi I I I 
Coordinated piloting of C2005 [F]I I ) 
Monitored implementation of CD I I I 
Checked methods relevant to content, volume & pace of 
work, knowledge of educators, educators use of resources, 
classroom practice, if assessment had bias, planning, 
documents of learners & teachers [ I 1 
Teaching experience: IF, I, S] [Q] 
17 According to my interpretation 
aBE & aBA, 
LP development, 
Assessment 
(MLMMS) 
IQI 
I Mathematics 
[FET] 
MLMMS 
[F, I, S] 
IQ) 
Input into 
instruments: 
I quality of teaching & learning focus 
area) I I 
Relationships between aBE & 
OBAIQ) 
I Assessment ---- - ~athematics. r--Remedial education diploma 
Identification of differences, 
learners specific needs, address in 
teaching & learning 
-I 
instrument design Science, Biology: 
& question [I , S, FET] 
techniques, Literacy, 
aBE theory, I Numeracy, Life 
methodology & I skills: [F] 
assessment IQ) 
aBE theory & 
practice 
IQI 
[QI 
J 
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Figure 4.1.1a Supervisor background - Professional profiles 
Qualifications 
P3 
Teaching qualification. 
IQI 
Qualified to (each: 
Mathematics, Science, 
Technology, [F] IQI 
P4 
BA&HDE IQI 
Qualified to teach: 
Mathematics, History IQI 
Prior experience 
Extensive training - Technology III 
Extensive training - Material writing in Technology & 
Science III 
Training - Facilitation skills I I I 
Teaching experience: 
Science & Technology [I , S] 
Mathematics [I, S] [QI 
Literacy, Numeracy, Life Skills [F] 
Special education [ IJ [QJ 
~---------------
Mathematics Facilitator [ ] I 
Teaching experience: 
Mathematics [S, FET] IQI 
18 According to my interpretation 
i;her 
training 
related to 
OBE 
Technology 
C2005 
RNCS IQI 
r
----
Implementing 
. C2005 & OBE 
Implementing & 
planning MLMMS 
Implementing I RNCS IQI 
I 
Evaluation 
experience 
Mathematics, 
Technology, 
Science & 
Technology [I, SI 
I I II Afrikaans [FETI 
All LAs [F] IQI 
Mathematics 
[FETI 
MLMMS [F, I, SI 
IQI 
Input into 
instruments: 
quality of leaching 
&LA 
I I I 
.------
Significant training! 
experience related to 
differentiation'S 
[ Material dcve lopment IQI 
Technology portfolio guideline 
assessment III 
Accommodating different learning 
styles IQI 
Psychology course IQI 
LSEN course IQI 
OBE course: right brain/left brain 
III 
Integration of MLMMS with other 
LAs IQI 
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Figure 4.1.1a Supervisor background - Professional profiles 
Qualifications 
PS 
Teacher's Diploma IQI 
Qualified to teach: 
All LAs IQI 
P6 
Degree III 
Postgraduate Higher 
Diploma in Education 
IQI 
Qualified to teach: 
Mathematics, 
Physical Science IQI 
Prior experience 
~~strict Language facilitator III Trained people in OBE III Teaching experience: 
I 
[F,I]IQ] 
Taught mathematics II I 
Afrikaans I II, English III 
Lecturer in Art & English II) 
HOD II) 
Deputy III 
Trained teachers in Mathematics methodology for NGO III 
Monitored centres & reported II I 
Coordinator for Mathematics tutors II) 
Mathematics facilitator II] 
Teaching experience: 
[S, FET]IQI 
Functional Mathematics [FET] 
Physical Science [FET] 
General Science [SlIQI 
Teacher 
training 
related to 
OBE 
r""'Q' 
Generic: teaching 
& learning [S] 
Teaching Learning 
& Assessment [F] 
RNCS [F] 
Policy on OBA 
[F, I, S]IQI 
Evaluation 
experience 
All LAs 
[F, I, S]IQI 
Particularly 
Numeracy II I 
I Mathematics 
[F, I, S; FET] 
Natural Science [F, 
I, S] 
Physical Science 
[FET]IQ) 
Input into 
instruments: 
quality of teaching 
& learning focus 
areall) 
Significant 
training/experience related 
to differentiation 
r-
Used OBE 
before OBE: 
assessment methods 
Q & A, practical, tell each other. 
Learners learn at different paces: 
gifted learners - challenge I more 
work, slow learners - individual 
attention / less work until pace 
reached. Groupwork, Reteach by 
rephrasing & use different 
examples; Code switching II I 
OBE assessment; 
Integrating assessment and 
learning; 
Using alternative assessment 
methods IQI 
~~------~~~--~ 
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Figure 4.1.1a Supervisor background - Professional profiles 
I 
Qualifications Prior experience 
1P7 --I Deputy principal [ I) 
Teaching experience: HDEIQI; 
Qualified (0 (each: 
Natural Science, 
Biology, 
Physical Science [Q) 
,..--- --_._---, 
P8 
THED, FDE, D.Ed IQI 
Qualified to teach: 
Biology, Science, 
Physical Science IQI 
Qualified psychologist 
[ II 
Biology & Physical Science [FET) 
Natural Science [S) [Q) 
Worked as Psychologist ( I I 
Science Facilitator [ ] I 
Principal ( II 
District Educator Coordinator ( II 
19 According to my interpretat ion 
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Figure 4.1.1a Supervisor background - Professional profiles 
I Qualificatious ' 
P9 
B.Sc, THED [Q) 
Qualified 10 teach: 
Physical Science, 
Mathematics, Biology, 
Technology IQI 
r; 
B.Sc. (Education) IQI 
M.Ed (Mathematics-
continuous assessment) 
IQI 
Qualified 10 teach: 
Mathematics, Physical 
Science, I Natural Science IQI 
Prior experience 
Teaching experience: 
[I , S]II) 
Mathematics, Physics & Chemistry, Engineering Science 
[FET) [ I) 
Worked in IDS: provisioning schools; 
Policy development c.g. adm ission, language & school fees 
II) 
Gave schools functions, provided fundi ng for schools, put 
policies in place, monitored & planned evaluations of policy 
implementation II) 
Teaching experience: 
[S, FET]IQ) 
20 According to my interpretation 
Teacher 
trainiug 
related to 
OBE 
OBE&OBA 
[F, I, S]IQI 
RNCS 
OBE 
LA Workshop 
IQI 
Evaluation 
experience 
Natural Science 
[I , S) 
Physical Science 
[FET] 
Mathematics 
[I , S; FET]; 
Technology 
[I, S)IQI 
Mathematics 
[F, I, S; FET] IQI 
Significant training/ 
experience related to 
differentiation20 
65 learners in class II) 
Taught two subjects in the same 
period [ I ) 
Cosider contextual factors e.g. 
socio-economic back-ground of 
learners during LP development 
IQ) 
Taught High and Standard grade 
in one classby pitching up for 
Higher Grade II) 
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Many supervisors spoke of specific training they had received around differentiation: 
... and it came as a massive drive in the ex-TED differentiation, the word 
differentiation. The young teachers used to hate it like with passion you know. 
Because every course everything was around differentiation. Then there was a 
course around differentiation in laboratory practical work then it 's around 
classwork and even er in physical training you differentiated in the sense that 
your better learners were used for helping the others in the assisting when you 
do tumbling and things like that. Whereas the one who has got ten thumbs you 
know he would write down on a piece of paper who did what. Er you know so 
it was a major drive in in in the 80s of the TED. [P8, I I , L807 -816] 
Similarly, P4 made reference to training: 
.. . er I think some of the training sessions we had quite a good mathematics 
faCilitator and her training was quite good and she was one of the employed by 
one of the service providers, but she was also as teacher, so she brought her 
experience of classroom learning and different styles of learning that that take 
place in a class as she observed and there we could see mathematics examples. 
So that training was was quite worthwhile. [P4, I I, L604-608] 
The training received at OFSTED seems to have had an impact on her understanding around 
differentiation, as described by P7: 
Also in our aBE in-house training we looked at, as you said, differentiation for 
training on learners' abilities and also in the whole school evaluation aspect 
when it came to the particular criteria on learners with special educational 
needs we really unpacked what we really needed to do . [P7, 11, L816-819] 
One of the functions of the supervisors is to determine the training received by educators. 
This gives them an indication towards the context of the school. The training that the 
educators have also affects how they differentiate, as pointed out by P2: 
So I think what we need to look at is how and what the educators get trained 
on prior to entering the school situation. So most of the time they don't have 
a vast repertoire of teaching strategies. They don't know the psychology 
behind their learners, they cannot read the learner accurately er so I think 
the level of competence of the educators and their training backgrounds 
plays an important part in differentiation. Er and er the extent to which a 
teacher can differentiate, I mean teach towards these differences in the 
classroom. So I think one of the contexts is the background of the educators 
[P2, 11, L930-936] 
4.1.2 Role of Supervisors 
Out of the ten participants, one was mainly functioning as a monitor, another was mainly 
involved in the analysis unit and another was mainly involved in systemic evaluation. 
However, they fulfilled the selection criteria in that they had been involved in working as 
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supervisors within MST education, and they seemed keen to participate in the research, so I 
included them as part of my case. 
Analysis of documentation led to the emergence of ten main supervisory roles (Please refer to 
Appendix 3:Roles]: 
• Collect data 
• Evaluate 
• Quality assure 
• Report 
• Pre-eval uate 
• Lead teams 
• Develop 
• Support 
• Analyse 
• Record 
These roles are not elaborated on, but some interesting themes that emerged from the data 
related to roles, are discussed below. 
Theme: Development 
Two types of developmental roles in whole school evaluation emerged - development of 
people and development of instruments. 
Sub theme: People development 
P3 showed awareness of playing a role in developing educators during her evaluations: 
It's just to develop them more. it's just developmental, it's just to say that er 
maybe, you know that instead of doing that maybe you could try this way. And 
also coming with ideas yes, and you know, from the one school to the other 
school from the one teacher to the other teacher, you can always take along 
the good practices that you've picked up in another school to another school. 
(P3, II, L4S0-4S4] 
Some supervisors also saw their role as a developmental one for themselves as well as 
regarded their role as developing educators: 
Every time you go to a school you will develop, you will get something. You 
will go to a class and see how this teacher teaches the children, and you call 
out 'oh my goodness, I didn't know this. (PS, II, L220-223] 
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So I grew in a lot of ways. [P5, II, L246] 
You will be discussing to share ideas and make each other grow. Because also 
as a supervisor you grow in the same situation. [P5, 11 , L 774-776] 
P7 responded similarly: 
... and I think er, the reason that I go there and the attitude that I go there is 
not that I know it all and I want to show it all, I go there as a colleague and as 
a colleague I get to learn from you and share with you, and that is what 's it all 
about. [P7, II, L746-749] 
Sub theme: Instrument Development 
Many supervisors were involved with developing instruments to enable them to make 
evaluation consistent: 
It's suffice for us to be able to, also for educators because its problematic 
when you make a judgement, when we can 't show an educator an alternative 
to say that this is what I mean by problem-solving, critical thinking and all 
those things. So we had to come up with something that will be user-friendly. 
[PI , II , L140-l43] 
Yes and and to be more specific, we might have had training on how to be a 
supervisor and whole school evaluation that embraces the nine focus areas. 
One of which is the quality of teaching. Where there is a gap is mathematics or 
within our own subject and learning areas .. . 
Is that why you are developing that document the SIMS document for your 
Learning area for maths for you know . . ? 
Ya. 
To help to possibly lay down certain you know criteria that you would be 
looking for at 0 FSTED? 
Yes. [P4, 11, L536-552] 
P4 mentioned that supervisors are compiling a handbook to help with evaluating focus areas: 
.. . a handbook that will provide greater detail on the expectations for each 
focus area. Two other colleagues and myself have made input into the quality 
ofteachingfocus area. Oncejinalised, a workshop will then be organised 
[P4, 12, F55] 
P2 pointed out that there was a need for instruments to help evaluations: 
I think the criteria especially for the quality of teaching and learning because 
we spend about at least 60% of our time in the classroom er er assessing how 
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the curriculum is delivered in the quality of teaching and learning and 1 think 
in that respect we need a better instrument. [P2, 11 , L3 I 2-3 I 5] 
Theme: Support 
Although the OFSTED supervisory role is not there to support or give advice, it seems that 
some supervisors actually do this: 
We're not here to support, we're here to report, we're there to evaluate, 
observe and report. [P7, II, L 719-720] 
... the amount of advice, examples, strategies that 1 have given them in four 
days, they have never received from the district facilitator in four years 
[P7, II , L739-741] 
P7 continued by pointing out her support to an educator during an observation: 
There was a packet of chips lying on the teacher's desk and 1 said let's take 
this as a start and we unpacked that into an activity. [P7, 11, L764-766] 
A similar response was given by P9, P2, P5 and P4. P9 acknowledged the importance of 
support, in this instance in the form of giving ideas or guidance to the educator: 
00 if you see something not working very well would you be able to give them 
ideas or are you not allowed to do that as a supervisor? .. 
Look, I'm not really allowed to do that, but as I've said, 1 give them yes, and as 
a teacher and somebody that has taught for years. As I've said as well you and 
1 will never teach the same way, but if 1 give you an idea 1 Can spark something 
that you could use to your own advantage. [P9, 11, L350-356] 
Exactly, that is what we must do you know, to say I've enjoyed your lesson, 
maybe, however you could have done it ok approach it from this angle or did it 
from this angle. You don't criticize him to say this is not good, this is not right, 
but just giving direction and giving suggestions to say you can also try this, 
you can also try this, because we move from school to school you find if 
lessons are done in this way and you see that children attend the class then you 
can suggest that to him. [P5, 12, L490-495] 
So we often suggest er themes appropriate themes according to the contexts of 
the school where they find themselves and how they can get other stakeholders 
community members and er so forth to assist [P4, 11, L432-434] 
Interestingly, some schools contact supervisors for advice even after a school evaluation, 
which suggests an extended role that they play: 
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And they keep in touch even after and if they require guidance they'd still call 
and scry look we are doing this we heard this from the district or we have the 
circular how do you see this thing implemented. So they still lean on us for 
some level of support or although that's not our function. [P2, I I, L248-250] 
Certain issues related to the roles of supervisors emerged during the interviews: 
Issue: Lack of coherence and consistency 
Sub issue: Interpretations and expectations 
P2, P3, P6 and P4 pointed out that the criteria in the Whole School Evaluation Criteria 
Guideline document are not very clear, which could contribute towards different supervisor 
expectations, Certain tools are being developed to give more clarity to supervisors to aid their 
evaluations. 
1 think that er that instrument and 1 think we need a little more detailed criteria 
for the quality of teaching and learning [P2, II , L334-335] 
... supervisors notebooJ!!, it is a book that we compiled and we, we, we 
actually developed this book in order for us to to have uniformity when, when 
looking at er let's scry learner achievement. All of us will use this and then we 
know exactly what er to lookfor. [P3, 12, L268-271] 
It was recognized that training that supervisors had received on OBE was interpreted 
differently amongst the participants: 
1 would interpret this way, P4 will go and interpret this way, X will go and 
interpret this wcry. You see because the generic part we were fine, but now the 
nitty gritty, 1 would come with my own interpretation somebody and so now the 
educators had a problem ok. [P6, II, L539-542] 
Participant P4 responded similarly about the training: 
... they don't explore further training on aBE but use your background as as a 
basis, which 1 think it's something that they really need to relook at because 
often er the expectations amongst us differ. [P4, II , L492-495 
P4 reiterated this notion of training: 
... so even the the expectations are still different. The way you internalise the 
training is is different, even amongst maths people supervisors the wcry we 
understand the training is different, whilst the key principles are generally 
understood as being the same. How it's implemented at in the classroom level, 
often differs from one person to the next. [P4, II, L505-508] 
21 Please refer to Appendix 4: Part of the supervisor's notebook 
80 
Chapter 4: Data Analysis 
P2 elaborated on this in relation to a 'good lesson' suggesting that evaluations are subjective 
and related to past experiences, which are open to different interpretations and expectations: 
Across the supervisors there hasn't been any discussion and these kind of 
issues are not documented anywhere. But when we have have our team that is 
going out, then it is the responsibility of the team leader to brief his team on 
procedures, on classroom observation, what are the expectations we have in 
the classroom. But every supervisor's doing it differently every team leader is 
doing it differently. In terms of lesson plans also, 1 mean we don't have it 
stipulated anywhere that in terms of the teacher's lesson plan what's that 
documented is following because er that is also largely left to individual 
teachers in the school. As a province we don't have policy to say this has to be 
documented and these are key ingredients of a good lesson. So that is left to 
the discretion of the individual supervisor and again your past experience 
determines your frame of reference, what you look for and what you 're more 
perceptive towards. 
Yes. 
And the er problems you have in your teaching normally, the kind of things 
you'd try and look for in this lesson to say look I'm aware of 123 so we don't 
have that documented anywhere and we take that discussion of our 
experiences that we've observed in lessons. But specifically we know that there 
was problems. It has come up a few times that there's a we often argue we 
don't agree that that was a good lesson. 
Hmm. 
And I may interpret it differently from you, so 1 think that's an area that we 
need to take cognisance of [P2, II, L600-622] 
P4 also refers to the difference in expectations, regarding such a subjective stance of 
evaluating as fair and unbiased: 
Our expectations are driven by the criteria outlined in the Quality of Teaching 
and Learning focus area to which we bring our own background and 
experiences. It does not mean that the evaluation is unfair or biased but it does 
differ from supervisor to supervisor. This will often be the case in a qualitative 
report. Greater standardization will be achieved when learning area criteria 
have been established. [P4, 12, F54] 
P4 referred to her own experiences to illustrate her point: 
What I was actually more referring to is our own personal research that 
informs us you know as an individual. We 've conducted research into aBE 
practices research on mathematics educators that in a way has built up my 
expertise and my expectations. So that has added to my knowledge 
[P4, II , L735-738] 
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It seems as if there is an understanding that the criteria documents are not very clear and 
hence the expectations from the supervisors are not necessarily the same. Furthermore, there 
seem to be different interpretations in training received, for example, around how to actually 
assess in different learning areas because the generic training did just that, it was general and 
not specific for each learning area 
Issue: Lack of coherence and consistency. 
Sub issue: Evaluation 
The quality of teaching and learning criteria is adapted for each learning area. These are NOT 
national criteria. 
We don 't give give them specific for our but it's adapted. The quality of 
teaching and learning criteria is adapted for each subject and and 
[P4, II , Ll37-138] 
For each subject area no there isn't as J!f!.t agreed criteria for subjects 
specifically. [P4, II , L 150] 
It seems also that the criteria are not clearly defined in the whole school evaluation policy, 
which is causing problems for some supervisors. 
Sub Issue: Reporting 
Some supervisors report things on differentiation in more detail than others and don't actually 
use the word differentiation in the report but other words that would address the same concept 
... and then you said that you emphasize this on your report, so do you think 
other supervisors of science and technology would also emphasize this on 
their reports about the differentiations? 
Er, yah, interesting. (Laughs). 1 think we have been trained to do so er, so it 
should be happening, I think some in more detail than others. 
Hmm. 
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But er we usually go and check on policy and a key policy is is inclusion so 
differentiation would definitely Jeature. I don't think they would use the word 
differentiation, you would see a lot oj words with learners with special 
education ... learners and that kind oJterminology, er ... 
Or even though they are talking about er ... 
Yah, they are talking about differentiation here. [P4, 12, L 706-722] 
Issue: Lack of expertise 
Some responses seemed to suggest that there isn ' t enough subject expertise amongst the 
supervisors: 
So we do hear the other side where people were not so sufficiently competent in 
the learning area they were evaluating... [P2, II, L261-262] 
This was reiterated a little later in the same interview: 
... and I think we need a little more detailed criteriaJor the quality oJteaching 
and learning. We also need more curriculum expertise to go into the classroom 
we don 't have a balance oj er learning areas and subjects that schools offer 
amongst supervisors. We were not employed in that way. The organogram Jor 
OFSTED started off by employing people Jor the different Jocus areas in whole 
school evaluation and notJor subject specialisation. 
[see. 
So you find that that gives us a bit oj difficulty when we have to go to school 
where you haven 't taught a subject Jor many years and you haven 't specialised 
in it and now you 're observing that in the classroom [P2, II, L335-345] 
However, this apparent lack of subject expertise seems to be causing a problem in schools. It 
seems as if some educators who are being evaluated are losing confidence in supervisors who 
are carrying out evaluations with no experience of teaching certain subjects as pointed out by 
P8: 
... afterwards you would say you know you could've approached it this way or 
you'll sometimes get the teacher asking you and they do it purposely as well to 
test your knowledge. They'll come afterwards and say, you know I did this 
lesson er but, this and this and this, and then they start asking you pertinent 
questions around the er subject content [PS, 12, L 1173-1177] 
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Issue: Training 
Sub Issue: Lack of learning area specific training. 
Supervisors received no training on learning area specifics: 
Yes and and to be more specific, we might have had training on how to be a 
supervisor and whole school evaluation that embraces the nine focus areas. 
One of which is the quality of teaching. Where there is a gap is mathematics or 
within our own subject and Learning areas. There and there isn't within 
OFSTED to train us er on those issues so we can have all mathematics 
supervisors going in with the same expectations at school. So we've received a 
lot of training on the nine focus areas, which is quite general, er because we're 
focusing on the school, but nothing specific for your ownfocus area 
[P4, II , L536-542] 
In this section, I have presented the background and relevant experiences of supervisors as 
well as their roles. I have also documented themes and issues related to this context, that have 
emerged from the data. 
This contextual analysis has been presented as a background to the following conceptual 
section. This is based on the premise that experience, training and expertise are likely to 
influence understandings and expectations around the concept of differentiation. 
4.2 Conceptual analysis 
In Chapter 2 - Context, I refer to the section on differentiation as my conceptual context. In a 
similar way, this section on conceptual analysis focuses on analyzing the understandings and 
expectations held by supervisors around the concept of differentiation. 
4.2.1 Understandings around differentiation 
So for me differentiation in the classroom would mean that er the teacher 
needs to differentiate his teaching and learning. [P2, I I, L654-655] 
We did define differentiation to say it's a way to cater for diversity in the 
classroom. [PIO, 11 , L899-900] 
Differentiation, for me, simply means catering for difforent learning styles and 
er learning needs of different learners. [PI, II , L251-252] 
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So for me differentiation is just about that how to cater for the individual 
learners. . [PI, II, L260-26I] 
... differentiation to me is a matter of treating each child as an 
individual.. [P3, I I, L467] 
... differentiation I think is looking at catering for different types of learners 
with different activities... [P4, II, L346-347] 
From the participants' responses, there wasn't a clear cut definition of differentiation as such, 
but responses were mainly around certain broad dimensions of differentiation of what needs 
to be considered. The following matrix displays a typology of themes, which emerged around 
the concept of differentiation, developed through the analysis of the data generated. The 
typology is divided into four broad themes - cognitive, emotional, social and pedagogical. 
This framework was informed by models of differentiation documented in Chapter 2 -
Context, particularly that of O'Brien and Guiney (200 I). 
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Quotes generated from data 
Category: Cognitive 
Themes: a good teacher also acknowledges that some learners are ADT learners and they need 
Attention span medicationfrom time to time... [P4, 12, L790-791] 
[Barrier to 
learning] 
Language 
[Barrier 
learning] 
to .. . bearing in mind whether the medium of inSI111ction is first language or second language . 
[P4, II , L364-365] 
... because the same learners who will be given the question paper, they can't answer in 
siSlvati. [PI, II, L301-302] 
... we speak them in our language, they might mean something different. Besides that it might 
influence the thinking o/the learner er when he or she faces the examination. 
[PI,II,L311-313] 
So they speak Zulu in class. When they go home they speak their mother language. 
[PI , II , L750] 
... that that might prevent them from learning concepts as quickly as others. One might be their 
language, like in mathematics, language plays a key role. They don't understand the 
instruction, they usually do not know how 10 implement the maths concepts ... 
[P4, II, L370-372] 
.. thaI you can even hear thaI this person has the idea, but the only thing that is failing him or 
her is how to express because that is one thing in primary schools ... 
[PI, II, L476-478] 
Creativity in But there are learners that will come up with their own unconventional methods to solve the 
solving problems problems ... [PI , II, L462-463] 
Different ... different er learning capabilities. We have gifted children we have learners with special 
abilities educational needs ... [P4, II, L209-21O] 
In other words learners abilities will er will actually inform you of the kind of 
differentiation [P6, II , L I 033-1034] 
.so learners ' abilities in maths for example 
Ya so now that is differentiation by ability 
[P6, II , L1039] 
[P6, II , L 1051] 
... Iearners' ability, so we no longer say learners mustfit into the tasks the common tasks ... 
[P6, II, Ll059-1060] 
... accommodates all the kids of different backgrounds and of er different understanding and of 
different abilities ... [P 10, II, L678-679] 
... whether he 's catered/or those with the low Ihinkinl{ ability .. [P 10, [2, L93-941 
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Quotes generated from data 
Category: Cognitive 
Themes: 
Different 
abilities 
Disabilities 
Learning Style 
Ef, even different cultures we did talk about cultures at length, and then yah different cultures, 
different backgrounds, different abilities. [P5, 12, L386-387] 
This learner who is er fast learner are you able to se e a gifted learner and are you able to 
provide according. [PIO, II, L712-714] 
So when you have different kinds of disabilities in your class you also have to be velY much 
differentiating otherwise you're going to have problems. [PI, II , L632-634] 
... accommodate everybody in their learning and who'd show their different ways of doing 
things in that laking into consideration those who are disabled 
[PIO, II, L710-711] 
.. accommodates all the kids oj different backgrounds and oj er different understanding and oj 
different abilities and disabilities. [PIO, II, L678-679] 
... disabilities. Er you'll/oak at the way the er what the er ok it doesn't you know disability 
depends on how severe is the disability, because in our schools ordinary schools we don't 
accommodate er physically er disabled kids you know we we have different schools for those 
who are severe just the mild, so mild we normally take them as learning learning disabilities 
because they are slower than those others but they still can do what these others are doing, so 
they will also Jail into ability groups, they will also Jail into that 
[P I 0, 12, L 122-128] 
... disability leads to differentiation of tasks [P6, II , L 1055] 
So one has to be able to really make an altempt to accommodate all the learners and that we 
don 't put labels on them. [PI , I I,L518-519] 
, . . the teacher, but the teacher needs to be more inclusive in his or her planning, taking into 
account ... activities need to be differentiated/or different learning styles ... 
Er learners usually learn in different styles. 
[P4, II , L211-214] 
[P4, II , L354] 
And also the issue of learning styles and multiple intelligences. they really change the way we 
approach assessment in class. [PI , II, L596-597] 
Practical. you cater for the practical mind If you lise a theory you cater for the theoretical 
mind and that Jar me as well, is differentiatiOn. [P9, II , L421-422] 
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Quotes from generated data 
Category: Cognitive 
Themes: ... the social background we have lots 0/ learners that come from informal settlements, don '[ 
Learning Style have electricity don '( have water and this also plays a role in their in their learning styles 
and their interaction ... [P4, II, L374-376] 
Er f mean even psychologically we know that some are more inclined to be left brain or 
right brain. [P4, 11, L356-358] 
Category: Pedagogical 
Themes: We would look at the assessment er that in terms of the Assessment Criteria the Assessment 
A ssessmentl Standards how are you going to differentiate between a learner that you might say is at level 
different ways 1 who needs urgent support .. and a learner who is at level 5, is the one who has it the first 
of time. [PI , 11 , L422-424] 
demonstrating 
achievement ... accommodate everybody in their learning and who'd show their different ways of doing 
things [PIO, II, L7 10-711] 
Prior knowledge that they have and that which they don't have. [PIO, II, L953] 
You should really find oul what is it that they know and what is it thaI they don" know. It 's 
part of differentiation. [P 10, II , L969-970] 
... grouping kids, giving them different exercises you know methods of assessment also 
different methods of assessment should be taking into consideration also teaching style ... 
[PIO, II, L901-903] 
f think it is ve,y much important er if we base the argument on the inclusion policy, that also 
on the premise especially OBE that all learners can learn but at different paces. So one has 
to be able to really make an attempt to accommodate all the learners and that we don't put 
labels on them. [PI, II, L516-519] 
Catering for / think the teacher needs to have at the back of Ihe mind my learners are all different but 
every also having these differences, what 's the best way that / can make maximum use of their 
individual potential when / deliver the curriculum [P2, II, L661 -663] 
learner 
... to treat them each as an individual ... [P9, 11, L 248] 
... differentiation to me is a matter of treating each child as an individual, and not teaching 
as if everybody is on the same wavelength and expect everybody to understand the same way 
at the same time, that to me is sort of differentiation. [P3, II, L467-469] 
... 10 cater for different kinds of children in his or her class. [P4, II, L238] 
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Quotes from generated data 
C aregory: Pedagogical 
Themes: So how do you then as a teacher accommodate all of them in the class because that is 
Catering for mandated/or me to be able to teach these heterogeneous learners who are in your class? 
every [Pl , II , L537-539] 
individual Because in your class there's 30, 40 individuals and you don 't, you can never see them as a 
learner group, you must see them as individuals... [ P9, 11 , L382-383] 
Grouping So the educator has 10 work on er on er groups according to the bestfit of learners ... 
Level 
[P6, 11 , LI037-1038] 
Secondly er now when you now teach, you have to er organise your learners into groups 
according to er the best fit ok, according to ability the best fit.. [P6, I I, L 1035-1 036] 
Some will/earn in a group, some work well independently ... [P4, II , L355-356] 
.. . grouping kids, giving them different exercises you know methods of assessment also 
different methods of assessment should be taking into consideration also teaching style ... 
[PIO, 11 , L901-903] 
... grouped the learner according to their their pace according to their what er abilities and 
disabilities.. . [PIO, 12, L298-299] 
... group work in a ... 10 an extent it is also a way of doing differentiation .. . [P8 , 12, L287I 
For me it about as a teacher having in mind that not all learners learn the same way. Er they 
learn at a different pace they learn at different levels, every person has unique features that 
make rhem different. [P2, 11 , L648-650] 
... Iearners are not all at the same level.. . [P6, 12, L989] 
... differentiation to me is a matter of treating each child as an individual, and not leaching as 
if everybody is on the same wavelength and expect everybody... [P3, 11 , L467-468] 
... er it is very difficult to get them on the same level, it it it really doesn't work that way 
because they're all different .. . [P3, 11 , L525-526] 
And when I talk about expanding an opportunity for the brighter ones I am talking about 
giving them something that will take them to a higher level of progression 
[P3, 11 , L504-506] 
Differentiation, the way I had it is that in the class some learners would be able to do stu!/. 
others would not be able to do stuff and you would have to get all of them 10 do it on a 
specific level, on their specific level, and that's the di./Jel'entiation, so that 's my understanding 
of differentiation. [P9, I I, L233-236] 
to pilch everything at a level that everybody can do, you will achieve it on your leve/, 
somebody else will achieve it on a higher level, somebody else will achieve it on a lower 
level, and that's where the differentiation comes.. [P9, 11 , L249-252] 
. . . to cater for the different ability levels ... 
... there must be provision madefor all levels a/students ... 
[P4, 11 , L452-453] 
[P7, 11, L488-489] 
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Quotes from generated data 
Cate/:ory: Pedagogical 
Themes: 1 think it ;s very much important er ifwe base the argument on the inclusion policy, thaI also 
PacelTime on the premise, especially GBE, that all learners can learn but at different paces. So one has 
to be able to really make an attempt to accommodate all the learners and that we don 'I put 
labels on them. [PI, II , L516-519] 
For me, it about as a teacher having in mind that not all learners learn the same way. Er they 
learn at a different pace, they learn at different levels. Every person has unique features that 
make them different. [P2, II , L648-650] 
So for the teacher it il it's very demanding and how he plans the pace of his work 
[P2, II , L672-673] 
... expect everybody to understand the same way 01 the same time, that to me is sort of 
differentiQtion. [P3 , l1 L468-469] 
... is cleQr thQt leQrners leQrn differenlly and they usually leQrn at different rQtes, some are 
faster than the others ... [P4, II , L363-364] 
."activities need to be differentiated/or ... learners learning at different paces. 
[P4,II , L213-2I5] 
They don't grasp concepts easily and er need more time and explanation, more detQiled 
explanations ... [P4,l1, L2897-298] 
... Iearners er er moving at a similar pace could be assisted to move at the pace which the 
educator would say er er this is a reasonable pace for a learner ... [P6,l1, LI044-I045] 
.. . all learners can learn but al different paces ... [PI , l1 , L5I7-5I8] 
.,. er slow learners they allow them 10 go altheir own own pace of learning ... 
[P 10, 12, L274-275] 
... ] 
... while the slow ones are coming out of this pace, those easy ones you know, or even if 
they 're not easy but giving them space to be able to think through and you know you have to 
accommodate that. [pIO, 12, L277-279 
Progression It is no use having a child in grade 4 with special needs and Q child who is still in grade 5 
grade 6, what have they done to move the child from grade 4, 5 and 6 to address and help 
with support. [P7,l1 , L709-711] 
So er even if the standard is low blltthere is some level of progress ... [P2, II, L849-850] 
Questioning J feel to differentiate you've got to adapt your questions. [P8, 11 , L438] 
... was there any differentiation done, you know in questions [P8, I I, L584-585] 
... ask questions within leaching there should be thQt difference you see that which goes down 
for those who who are slow learners Qndfor those who are er gifted she pitches up. 
[P I 0, 12, L96-981 
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Quotes from generated data 
Cacegory: Pedagogical 
Themes: ... and adapting ... ... and resources ... [P2, II, L675] 
Resources 
Er in technology for example you '1/ find that er the backgrounds that you have are different. 
We come from when 1 was still a/ the district office, we we we used to go to farm schools we 
used to go 1o town schools and we used to go to township schools. And when we look at their 
resources, they'd all be different. [P5, II , L559-563] 
... if learners don'/ have access to to resources, they might be at a disadvantage and might be 
classified as slow learners. [P4, II, L392-393] 
Tasks/ Differentiation through tasks ok [P6, II , L I 029] 
Activities 
But then disability leads to differentiation of tasks. [P6, II , Ll055] 
... differentiation is looking at different tasks .0. [P7, 12, L686-687] 
... 011 kids can '{ do the same thing. [P8, II , L432-433] 
Teaching ... adapting the curriculum and teaching strategies methodologies [P2, II, L675] 
strategies/meth 
ods! So for me differentiation in the classroom would mean thaI er Ihe teacher needs to 
techniques differentiate his teaching and learning. [P2, 11 , L654-655] 
(Teaching 
style) Where do we find this term mainly you know in in in leaching when we talk about 
differentiation, we we look at the methods and er Ihe way the techniques that are used. In 
OBE when we talk about differentiation we look at er er what the techniques mainly of er 
how how you 'ei er facilitate your lesson. [PIO, II, L672-675] 
.. . grouping kids, giving them different exercises you know methods of assessment also 
different methods of assessment should be taking into consideration also leaching style 
[PIO, II, L901-903] 
Category: Social 
Themes: ... and even educational you know. For example, if you look at the Foundation Phase 
Educational learners there are those who were staying with their grandmothers, we have those · who are 
background from ECD ... Which means for me the level of development when they come to grade 1 will be 
quite different . [PI , II , L526-53] 
Socio- ... and you don 't know if that kid left home for argument sake, this morning with mom 
economic threatening dad with a bread knife or whatever. And now that kid's doing bad at school but 
background kids got far more bigger problems in life, than knowing, you know that magnetism or 
[Barrier to whatever. [P8, II , L474-478] 
learning] 
... er and some learners often come from broken families, er the sensitivity towards family, 
roles on the single parents ... [P4, 12, L791 -792] 
... the social background. We have loIs of learners that come from informal selllements, don't 
have electricity don 't have water... [P4, II , L374-376] 
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Quotes from generated data 
Caregory: Social 
Themes: So I want to believe that if is important to be able to differentiate because it 's quite true that 
Socio- we don '( have homogenous classes learners from different backgrounds socia-economic 
economic backgrounds and even educational you know. [PI , II, L524-526] 
background 
[Barrier to Nowadays we don't just look at it as you go to classroom and teach. Like J was saying socio-
learning] economic that's one element which in the past we wOllldn '( look at that you'd teach your 
lesson and go out. Nowadays it 's not like that. We have to look at those things. 
PIO, II, L762-764] 
Cultural ... so that they can also appreciate, learn and appreciate other people 's culture. 
background [PIO, 12, L263] 
Er, even different cultures. We did talk about cultures at length, and then yah different 
cultures, different backgrounds, different abilities. [P5, 12, L386-387] 
You'll be saying no, you go on 1 'm fine, when you know this person's not fine. Blit it it comes 
from different backgrounds you know. Some will just dive into your food you know. They just 
dive into your food and you like what 's happening you know. So you know, you're brought up 
differently. So even in their class, same thing will be happening. Some learners before you 
say anything, they will have coughed up the answer you know, so different backgrounds. 
[P5, II, L950-955] 
Political stance Politically speaking it also comes in. Let's say what 's your background where do you come 
from . Will you be able to push a certain point as a teacher in this classroom. Let 's say kids 
let's take for instance these kids that you are teaching are from the DA dominant area and 
then you are in this government of the ANC obviously .. . [PIO, II , L768-771] 
Now again differentiation politically also will go like different ideologies, ideologies that we 
have within the community. What is our ideology which will somehow drive YOll to be able to 
choose a party that encompasses most of your ideologies. [PIO, II , L714-717] 
Resources So 1 think resources is also are an indication linked to socia-economic circumstances. 
[P4, II , L397-398] 
.. . to reSOllrces, there might be some very poor children in this group that are very good at 
moths but don't have resources, so they have a special need as far as calculators are 
concerned and so forth, yah 1 think they also have to be considered. [P4, 12, L671 -674] 
Category: Emotional 
Themes: .. . we don't put labels on them [P I, II , L5I9] 
Labelling 
.... the distinction between or amongst these er, three groups is obvious. They are the bright 
sparks, the others are the middle ones and the others are the weaker ones. [P3 , II, L740-742] 
I don't want my child to be labelled. [P6, 12, L 1002] 
... sometimes there are emotional problems .. [P4, II , L374] 
Emotional 
well being .. . they more often feel that learners are lazy or disinterested rather than looking at something 
[Barrier to deeper emotionally that is maybe causing a problem in terms oj the learner's success as 
learning] achieving or demonstrating... [P2, II, L797-799] 
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Theme: Inclusion and differentiation 
A strong thread which came through the interviews was the close link made between the 
concepts of inclusion and differentiation. Much reference was made amongst the supervisors 
to the concept of inclusion in relation to differentiation. 
PI initially based her concept of differentiation on the principle of inclusion: 
How important is differentiation? Let me rephrase that, how important is 
differentiation when you talk about the quality of teaching and learning? 
I think it is very much important er if we base the argument on the inclusion 
policy, that also on the premise especially aBE that all learners can learn but 
at different paces. So one has to be able to really make an attempt to 
accommodate all the learners and that we don 't put labels on them 
[PI, II, LSI3-S19] 
In a later interview, PI elaborated further with reference to disabilities in learners: 
Yes, you mentioned when you were talking about how important 
differentiation is and you obviously mentioned the word inclusion and you 
continued to do that, do you think it means the same thing differentiation 
and inclusion? 
Yes but I think inclusion is far beyond differentiation er differentiation is just a 
small a small part of er differentiation of er the bigger picture of learning and 
teaching er because inclusion has to also to the perceptions of educators. What 
what what do they perceive as er er learning disability, can they do they have 
the skills of detecting learning inabilities? If so, what are the kind of 
interventions that teachers that we can think of to assist these learners without 
necessarily putting labels. Because I think it's a common practice that er as 
soon as educators detect er learning disabilities they put labels on this 
learners that er can have long lasting consequences [PI, 12, L64S-656] 
P4 saw the two concepts as the same thing: 
Er, so differentiation, inclusion are not er highly prioritised by them, their 
planning or delivery of lessons. So in their files if there is nothing to indicate 
that they've been trained in the new curriculum, it's one of the first indicators 
that you are not likely to see. In some cases you will, but generally you won 't 
you won 't see differentiation or inclusion happening in their classes. 
You mentioned differentiation or inclusion. Can you tell me what would you 
say are the main differences between them? Does one encompass the other 
do you think? 
They are linked. I don't know whether one encompasses the other. But ya 
differentiation and inclusion, I think they both kind of trying to incorporate 
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learners with different kinds of learning abilities and er differentiation I think 
is looking at catering for different types of learner .I' with different activities and 
inclusion is about the same thing. So I'm not sure now whether they are 
different. (laughs) Maybe it '.I' just different terms used at different times, 
meaning the same thing. (laughs) [P4, 11 , L335-349] 
This was reiterated in a later interview too: 
Yah, it's it's very broad, it '.I' it 'sit '.I' covering every type of learner that you'd 
find at the school and inclusion would refer to to different kind of needs that 
the learners are having, Some might be severe handicaps, some might be 
simple er socio-economic factors and so on, some might be just within the 
Learning area, er the mathematics Learning area where concepts are not 
understood er because of . . further learning within the subject. So I think it '.I' 
quite broad it '.I' this whole range of er er criteria that you would consider to 
fall within inclusion. [P4, 12, L382-388] 
But er we usually go and check on policy and a key policy is is inclusion. So 
differentiation would definitely feature: I don't think they would use the word 
differentiation, you would see a lot of words with learners with special 
education ... learners and that kind of terminology ... 
Or even though they are talking about ... 
Yah, they are talking about differentiation here. [P4, 12, L7!5-722] 
Similarly, P6 also linked the two terms: 
Ok er um differentiation is a very important term. Actually it '.I' what the 
department in its inclusion policy of 1996 wants to drive education in SA in 
that direction. [P6, II, Ll 026-1 027] 
And inclusion is againster this very principle of having learners who are 
coping together who will then develop to be snobs ok. Whilst there are those 
whose self concept er er er and self images will be low because they are 
always behind this that other group ok. So inclusion says we shouldn't we 
should not not differentiate (laughs). But that differentiation makes sense I 
mean for an educator where you are able to challenge a group to move faster 
whilst giving more time explaining to these ones er pushing them you see 
whilst monitoring those other ones and giving them more attention. So it is er 
this kind of er debates ok. . [P6, I I, L I 095-11 02] 
This conceptual link between differentiation and inclusion was reiterated by P6 in the s'ame 
interview as well as a later interview: 
... now now for inclusion or differentiation, ok er to me would be if an educator 
introduces a task ok and gives learners a task, the educator must then begin 
the process of differentiation as soon as [P6, 11, L 1530-1532] 
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Ok all right thank you. Er ok here you mentioned differentiation because I 
asked you what do you understand by the term differentiation and then you 
first said differentiation is very is a very important term can tell me why you 
think it is important. 
Look I don 't know whether I said to you that er er that policy is using the word 
inclusion ok. 
Yes I remember you telling me that possibly. 
Yes inclusion, but what it is talking about when it talks of inclusion it 's talking 
about differentiation, ok. [P6, 12, L977-987] 
P7 also saw the two terms as being strongly connected: 
Now differentiation in a class, you must be able to see that inclusivity is 
included in the strategy. What I mean by inclusivity, I mean we have a White 
Paper 6 that talks about inclusion in education. It covers both ends of the 
scale, the highjlyers as well as the strugglers [P7, I I, L485-488] 
It's not the same thing. I personally feel it 's not the same thing. Differentiation 
is looking at different abilities and inclusion is looking at strategies that these 
learners that add values to learning, that appropriate measures are made to 
interest them, now other people would argue that it 's one and the same thing. 
Yes, that's why I'm asking you. (Laughs) 
A lot of people would argue that it's one and the same thing, I don 't think so, 
that differentiation and inclusion is the same. I, I would say that differentiation 
is looking at different tasks er or look at different ways of testing learning or 
assessing teaching and learning, whereas inclusion is looking at strategies of 
how that differentiation can be worked out in their class. 
Ok, can you just give me a little bit more elaboration on that? 
Er, for example if er you you could use, let's take a test, a multiple choice test, 
a multiple choice test is not going to test their skills. 
Yes 
So you could have a differentiation using the same type of information, but use 
a different type of testing model. 
Ok, ok Ithink I I ... 
Right, you could use multiple choice but multiple choice is not testing skill, so 
it 's, it's a 50% chance. 
Is it like 
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You will get a 50%, if you give two variables 50% of them is going to get it 
right and 50% will get it wrong. Ok, but if you 're looking at skills to test 
whether the child has developed a skill, then you will differentiate the testing 
by using a different task. 
Ok I'm with you. 
But now where inclusion, on the other hand, is making sure that irrespective of 
the child the child must be given adequate opportunity to show that he or she 
has learned whether it being in a multiple choice or whether it's being in a 
skilled or a poster or an essay, now that 's where lots of people would say, but 
hang on, differentiation and inclusion is one and the same thing. 
Ok, thank you. So you're saying basically er if I understand you correctly, 
that differentiation is giving them all the different tasks right and then the 
inclusion is basically implementing? 
That's right, that's right. 
Ok I think that's quite clear to me. 
The other thing, inclusion, lots of people feel that inclusion only deals with 
learners with disabilities, sick learners, those that can't read or write, er 
people have eyesight problems, physical disabilities, I think it goes beyond 
that, I think it goes for both sides of the coin because there are some learners 
that are high flyers, how would, how would you address that, so that is where I 
would say that is where the inclusion, the differentiation part will come in 
because I can differentiate for high learners. This is what I would do so to 
include them, the inclusivity part I will have different tasks for them. I may give 
them a take home thing or a research get on the internet if they have facilities, 
that's how I look at it, does it make sense? 
Yes, so are you saying that the implementation side of it is the inclusion and 
the actual practicality side of it is ... 
Yes, is the differentiation. [P7, 12, L677-741] 
There seemed to be difficulties in clarifying the two concepts, differentiation and inclusion 
illustrating the integral nature of the two concepts. If the scope of the study allowed, I would 
have liked to follow up understandings around the concept of inclusion. This could be 
something to be considered in future research [Please refer to Chapter 5 - Conclusion: Issues 
and implications]. 
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4.2.2 Expectations around differentiation 
In this section, key themes have also been identified from the transcripts based similarly on 
the models presented in Chapter 2 - Context. Analysis of the interviews revealed a range of 
dimensions related to Differentiation expectations. These echo most of the sub themes 
previously identified in the typology. Only a few direct quotes have been documented due to 
issues of space and complexity. 
Analysis of the key themes proved to be a complex process, as it became apparent how 
integrally related the themes are - there were between one to three key themes related to each 
individual key theme. For example, in order to consider different abilities, educators were 
expected to consider pace and learning style. Upon further analysis of each key theme [Please 
refer to upper case text in Appendix 5: Differentiation expectations] sub themes emerged 
[Please refer to bold text in Appendix 5: Differentiation expectations]. The questions in the 
semi-structured interview related to what was expected from educators to show that 
differentiation was taking place and what evidence would be looked for, are considered 
together as they are inextricably linked. Each of these key themes are organised within the 
four main categories used previously, based on the O'Brien and Guiney (2001) model. 
I Category: C(}gnitive 
[Pease refer to Appendix 5: Differentiation expectations (Language - Barrier)] 
Theme: Language [Barrier} 
Sub themes: learning area terminology, learner response, grouping, planning, resources, 
knowing learners, learning style, tasks, assessment. 
Educators are expected to consider language barriers that might hinder learning. PI spoke 
very strongly about the issue of language. She felt that the terminology in the Learning area 
needed to be explained for learners to understand the content. P7 expected educators to 
consider performance oflearners in other learning areas in case the problem was related to the 
terminology. PI mentioned that educators needed to make use of code switching if the LOLT 
was not the mother tongue of the learner. Similarly, P7 expected educators to address learners 
who were not fluent in a particular language such as English. PI also highlighted that 
educators need to recognize that black learners spoke different African languages. P2 
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expected educators to be aware of the language background of the learner, who on the other 
hand, mentioned the use of pictorial resources to help learners understand certain words. 
PI, P2 and P7 expected educators to make allowances for different learner responses. PI 
mentioned that some learners cannot express themselves but have the idea and educators need 
to take cognizance of that. P2 highlighted that educators are expected to be aware of cultural 
bias in language, for example, where a learner might describe a ball as a ' tennis ' . P7 expected 
Common Assessment Tasks (CATs) to allow for varied responses and expected a variety of 
task responses in the classroom. For example, where learners could make a model, speak, 
draw etc instead of writing. P2 and P6 expected educators to group learners to address 
language barriers. 
Issue: The incorrect use of mathematical terminology or not even using mathematical 
terminology can impact future learning. 
The correct terminology needs to be taught in the lower grades to understand concepts in the 
higher grades: 
But 2 multiplied by 2 and the product is 4 you're showing that we have the 
language. The 4 that you're talking about here it has a name in mathematics. 
Because when we go to learners let's say in grade J J and do the Remainder 
Theorem, we ask them what is the quotient or the divisor and those things are 
supposed to be taught at the lower grades. [PI, II, L489-493] 
P6 mentioned that if English was a second language of a learner, the educator would need to 
differentiate by spending more time explaining to learners in groups: 
You know our our our indigenous languages have not yet been developed to 
the extent that I can teach er maths in our in the venec ... in the language of the 
learner. So now this then presents us with a new problem of second language 
teaching. Ok now learners themselves er are not at the same level in terms of 
their mastery of the second language English. Now so which mean that if I give 
them a task in English ... 
Hmm. 
I am likely to spend more time explaining to other learners and not other 
learners. 
Hmm. 
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So which means therefore that now when I organise my learners once more, I 
need to organise them in such a way that learners who are coping with the 
language would sit together because then they would move faster in the group. 
[P6, II, L1076-l 090] 
The issue of language was brought up again when P6 was asked if there were any other 
contexts that would affect expectations around differentiation: 
Differentiation. Look er we the the the language issue that we teach maths with 
a second language. It's an issue on its own ok. In black schools in particular 
ok and the language board is still working around that problem. But then we 
also there is also another perception in our community, the black community, 
that learners must learn English and they must learn in English ok. That 
perception of going to prevent any other efforts to try to address the issue of 
language ok because er like their lived language is the home language. It will 
be easier for them to learn to extend their knowledge using that language. Now 
they've got to learn this language and use it to learn er er other concepts ya 
ok, which like ok English first language because er er have an advantage you 
know over them ok. [P6, 11, L 1732-1741] 
Issue: Usiug the language of the learner can be a hindrance rather than a help . 
... skill of explaining mathematics. They should be able to bring themselves 
down to the learner's level. Er I know in township schools, we have a problem 
of teaching maths in an African language. I can't call that code switching 
because for me when I was still a subject advisor, I ob I observed that 80% or 
90 % of the time the educators were er whether Zulu or Sotho or Tswana er. 
And then I challenged them to really explain to me what prompts them to do 
that because the same learners who will be given the question paper, they 
can't answer in siSwati. So it caused a discrepancy from grade 1. 
[PI, II, L295-301] 
And we expect them to cope with er discrepancies beyond the grade 12 which 
is very much problematic because er the concepts in maths when we speak 
them in our language, they might mean something different. Besides that it 
might infiuence the thinking of the learner er when he or she faces the 
examination. This is what we find when we are marking marking that this 
learner knew exactly what she wanted to say but the way the the language is 
put here, you can see that this person clearly knew what she wanted to say. So 
for me we should be able to explain... [PI, I I, L31 0-316] 
In a later interview, the issue of language was brought up again. P2 pointed out that parents 
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wanting their children to go to ex Model C schools, where learners' home language is not 
catered for, is having an impact on the learning: 
You know when you spoke about in the rural schools that er they are taught 
in their mother tongue in grade 1, 2 and 3 er so does the same not apply if 
you've got some children there who speak African languages in the ex Model 
C school would they not be taught in their mother tongue in grade 1, 2 and 
3? 
No Ihal Ihal doesn 'l happen because mosl of Ihe educators Ihey are 
predominantly speaking in Ihe language of learning and leaching of Ihe 
school, so is iI's nol quile a 101 of it happens. There are few black educalors 
who work in ex Model C schools. 
Yes because as far as I know policy says that you know if there are forty or 
more leamers er in a school or in a grade I'm not quite sure I think it's ill a 
school. 
Yah iI's in a school it'sforty yah. 
Yes that that would have er language other than the language of leaming 
and teaching then provision would has to be made for them to be taught in 
their own language, mother tongue, am I right? 
Yah it's righl Ihallhe Ihe the the I am nol sure whether it's strategically being 
avoided because educalors don 'I wanl 10 go through Ihe procedures of getting 
an exIra educator and all those Ihings so Ihey they avoid Ihat by admitting less 
Ihan the forty that you are referring to, and in most cases even if there are 
forty you're going 10 jind thaI twenty is er Zulu maybe fifieen er Setswana and 
then maybe jive er Sepedi. So thaI that means you can 'I have an educalor 
because those learners are speaking differenl African languages. So it's not 
the forty that ... 
Yes yes it's notforty it's notforty per language ... 
... per language yah. So it 's slatistically being avoided 10 be honest. 
[PI , 12, L38l-409] 
However, in the lower grades, there seem to be different expectations as pointed out by P4: 
It's usually a problem in the primary school in Ihe GET phase, er the language 
barrier, er, in Ihe Foundation Phase learners are taught in their home 
language and it has been suggesled recently Ihat er that should conlinue up to 
grade 4... [P4, 12, L402-405] 
Theme: Different Abilities 
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Sub themes: Planning, worksheets, knowing learners, learner response, pace, levels, 
grouping, assessment, questioning. 
[Pease refer to Appendix 5: Differentiation expectations (Abilities)] 
Educators would be expected to know learners, consider their planning, worksheets and 
learner response to cater for different abilities. P4 did not expect grouping oflearners with the 
same abilities, whereas P6 and P8 did. P6 and P3 expected learners of the same abilities to 
move at the same pace. 
Theme: Disabilities 
Sub themes: Physical, perceptual, learning disorders, planning, resource, tasks. 
[Pease refer to Appendix 5: Differentiation expectations (Disabilities)] 
Educators are expected to consider a variety of disabilities, for example, physical disabilities 
such as partial sight [PI], [PIO] and long/short sight [P7], partial deafness [PlO] and learners 
who need medicine [P4] . P6 and P7 highlighted that educators need to be sensitive towards 
perceptual disabilities. Learning disorders such as dyslexia also need to be taken into 
consideration [P7]. P7 regarded learners with disabilities as LSEN learners. PIO expected 
educators to cater for disabilities on the learning programme. PIO expected a variety of 
resources to be used to deal with partially sighted and partially deaf. For example, for a 
partially sighted learner, PIO would expect educators to use more touch-based resources. PIO 
expected partially sighted learners to be accommodated by having to look at the board less 
and learners with psychomotor difficulties to have more oral tasks and less hands on tasks. 
PIO also mentioned that she expected educators to deal with 'mild' disabilities because 
dealing with severe disabilities was beyond the scope of the classroom. PI 0 also felt that even 
though she was an expert in her learning area, she did not have the expertise to deal with 
severe disabilities. 
Theme: Learning style 
Sub themes: Planning, worksheets, tasks, learner response, teaching style, assessment, 
resources. 
[Pease refer to Appendix 5: Differentiation expectations (Learning styles)] 
Educators are expected to address learning styles in their planning [PI & P4]. P4 expected 
worksheets to address different learning styles and to cover a range of tasks such as 
exploratory, investigative and writing. PI, P3 , P7, P9 and PIO expected educators to allow for 
a variety of responses. PI and P7 expected learners to be given opportunities to respond by 
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demonstrating their achievements In different ways, i.e. not just by writing. P3 and PI 0 
expected learners to respond in different ways. P9 expected a mixture of practical and 
theoretical work to cater for responses associated with a theoretical or practical mind. PIO and 
P4 expected different work given for different learning styles. P4 expected educators to use 
more graphics and colours to meet the needs of visual learners and expected more talk from 
the teacher to cater for auditory learners. 
Icategory: Pedagogical 
Theme: Approach 
Sub themes: Educator flexibility, emotional well being, communication, no prejudice, 
planning, worksheets, knowing and understanding learners, reflection, positive relationship 
between learner and educator: sensitivity, attitudes and respect. 
[Pease refer to Appendix 5: Differentiation expectations (Approach)] 
Educators were expected to be flexible, communicate effectively, not be prejudiced, know and 
understand learners, be reflective, demonstrate a positive relationship with their learners, plan 
and consider their worksheets. 
Many participants such as P2, P3 , P4 and P8 made many references to knowing learners. P6, 
P7, P8 and P9 pointed out that educators need to show a positive relationship with their 
learners. Elements of a positive relationship include sensitivity of the educator towards the 
leamer, a positive attitude, respect and no belittling. 
In her experience, P5 found that she needed to know the learner. P5 ascertained prior 
understanding of learners, 
... so that if they don't understand you need to go back, you know, that kind of 
thing. [P5, I I, L61-62] 
P5's positive teaching experiences were related to respect: 
And it was a really good experience with them because I learned a lot and I I 
gave them that respect and they gave me respect in return [P5, ll, L81-82] 
P9 mentioned that one of the differentiation strategies that she would expect from educators is 
to encourage learners to go beyond themselves and not belittle them. In other words the 
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educator needs to be positive. One can see a parallel between P9 's encouragement towards the 
educator as well as wanting the educator to show encouragement to learners as a way of 
differentiating: 
Not really but you can have a positive influence, by just telling a teacher, 
you're doing a good job, or motivating a principal saying: look what you have 
here is good, now how about doing this, that and the other. It depends on how 
you do it. [P9, II , Ll38-140] 
Because I believe that the more you focus on the positive the more the negative 
will be eliminated. Maybe maybe not, but that 's the way I do it 
[P9, II, Ll75-177] 
Theme: Assessment 
Sub themes: Planning, record keeping, prior knowledge, learner response, variety of 
assessment tools, techniques and methods, knowing learners, no prejudice, educator active, 
communication with learners, identifying problems/needs, learner response, support, 
progreSSion, levels, tasks, learning style, language, questioning, socio-economic background, 
emotional well being, abilities, questioning. 
[Pease refer to Appendix 5: Differentiation expectations (Assessment)] 
P2 and PIO expected educators to use the baseline knowledge of learners to plan. P4 expected 
educators to complete learner profiles, where problems such as emotional problems would 
need to be recorded. P8 also expected learner profiles to indicate the socio-economic 
background of the learner. P2 expected educators to use Learner profiles from previous grades 
so that barriers could be tracked. Recording also needed to take place on ODE 450 forms as 
expected from P4 and P7. These forms are related to assessment and record keeping of 
outcomes achieved. P8 expected educators to identify achievements as well as problems of 
learners on reports. P4 expected educators to record individual problems such as emotional 
problems, support given to learners, summative assessments. P7 expected educators to record 
the outcomes that learners struggle with. P6 expected educators to identify learners' needs 
such as behavioural patterns and learners who lacked in basics and record them. P7 expected 
ODE 450 forms to show different levels of achievement for each assessment criteria for each 
learner. PI expected educators to show different assessment tools, techniques and methods on 
the planning where learners of different learning styles would be catered for and where 
learners could demonstrate their learning in different ways. P7 expected learners to be part of 
the assessment. Similarly, P7 and PIO expected educators to allow for different learners' 
responses in their tasks in the form of writing, drawing, making a collage, making a model, 
etc. P4 expected educators to communicate with learners through comments in the learners' 
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books. Assessment was to be used for further planning. For example, P6 expected educators 
to take into account learners' abilities in the planning, whereas P7 expected provision to be 
made for different levels. P8 expected educators to start with easy questions in examinations. 
P9 expected a range of different percentages in class. P9 expected learners ' portfolios to show 
that learners were progressing and not on the same level. The notion of levels was further 
emphasized by P9 when she expected the use of rubrics. P4 expected educators to be active in 
class by moving around to determine which learner needed support. 
Issue: Learner profile completion is not consistently happening in schools. 
In other words er for example I mean at the senior level I am teaching quite 
specific outcomes ok but now learners come to my class with certain 
backgrounds so the first thing is I need to study each learner's profile that is if 
if schools previous schools completing profiles for learners ok its not 
happening it!s not happening you know conSistently in all the schools. 
[P6, II , L1292-1295] 
Theme: Catering for every individual learner 
Sub themes: Non-prejudice, planning, including all needs. 
[Pease refer to Appendix 5: Differentiation expectations (Catering for every individual 
learner)] 
P3 and PIO expected educators to treat each learner equally in the sense of not portraying that 
one learner is better than another by including all learners. PI expected educators to recognize 
that all learners needed to be accommodated. Similarly P2, P3, and P4 mentioned that 
educators needed to cater for different types of learners and address their needs. P9 expected 
educators to treat each learner as an individual. P4 and P8 expected educators to give 
individual attention to learners, particularly slow learners. 
Theme: Expanded opportunities 
Sub themes: Planning, progression. 
[Pease refer to Appendix 5: Differentiation expectations (Expanded opportunities)] 
P3 and P7 mentioned that they expected educators to provide expanded opportunities in the 
planning: 
On a plan the one thing I'll look for is er expanded opportunities, expanded 
opportunities in terms of of the fast or the bright learner and then also 
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expanded opportunities for the, so you get the average learners who will 
perhaps cope with the lesson .. . [P3, 12, L395-398] 
Let's say for example there are students that are struggling, they must be 
maybe expanded opportunities.. . [P7, 11, L489-491] 
P7 expected educators to address expanded opportunities for struggling learners only, whereas 
P3 expected expanded opportunities for bright, average and weak learners. P3 also expected 
educators to make provision for expanded opportunities for learners who coped with the 
lesson. P3 saw expanded opportunities for consolidation for weaker learners, whereas for 
bright learners she saw it as progression to a higher level. 
Theme: Grouping 
Sub themes: Peer learning, learner response, various groupings, language, pace, abilities, 
tasks, positive relationship between educator and learner: sensitivity, attitudes and respect. 
[Pease refer to Appendix 5: Differentiation expectations (Grouping)] 
All participants mentioned that they expected educators to group learners. Educators were 
expected to use grouping in a variety of ways. P2 expected grouping learners but not 
regularly. PI , P2, P3, P7 and P8 expected educators to allow for peer learning. PI pointed out 
that educators needed to make learners aware that they are a resource to themselves. PI and 
P4 expected learners to be active and P4 expected maximum participation from all members 
in a group. P2, P3 and P4 expected different types of groupings and P3 expected the educator 
to be sensitive and not make obvious groupings for bright, middle and weak learners. Certain 
grouping strategies could be used by educators, for example, grouping according to language 
barriers [P2 & P6], grouping for struggling learners [P3], tasks [P7 & P9], pace [P6], similar 
needs [P6], levels [P2] and abilities [P8 & P6]. P5, on the other hand, did not expect 
educators to group according to abilities. P6 also expected educators to reorganize groups, 
which suggests that groups were not expected to remain the same throughout the grade. 
Issue: Exclusion through grouping 
Grouping learners has a range of dynamics that need to be considered to ensure that learning 
is an enabling process rather than disabling. P3 had experienced that by making obvious 
groups in a class, it had a negative impact on learners: 
They're in the same class but the differentiation, the distinction between 
oramon~st these er, three ~roups is obvious. They are the bri~ht sparks, the 
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others are the middle ones and the others are the weaker ones. 
So they were labelled like that? 
And they were labelled like that and this is why I am saying it leji a stigma, 
and even when we were at school at primary school, we had the A class and 
the B class and the C class, and you know within that class there would also 
be rows of he A and the B and the C people and rows of them 
[P3, II , L740-749] 
P4 also mentioned that grouping can be a hindrance. However, her emphasis was to take the 
background of the learners into consideration: 
Even the new the new style of learning to a little extent, learners are so used to 
being taught in a traditional way. Now when you put them into groups, they 
don't know how to interact in groups. [P4, II , L378-380] 
P5 seemed to consider same ability grouping as exclusion: 
That's what, that's how we used to do it, but it's not preferable now, you don't 
divide learners according to their abilities, they have to be mixed now. 
Is it? Ok, all rightin OBE you can't have ... 
... exclusion yah, yah exclusion, excluding other learners and in life there's no 
like gifted people in life and then ... 
Yah, so P5 what I was going to ask you can you in OBE now, does it always 
hllve to be mixed groups or can you have sometimes people of the Slime level 
and or ability working together? 
No, no it 's called exclusion in that way. 
Ok, ok. 
And children can pick it up very easily and other children can live with others 
so it's not correct. [P5, 12, L235-253] 
Theme: Interest 
Sub themes: Planning, learner response, knowing learners, school logistics 
[Pease refer to Appendix 5: Differentiation expectations (Interest)] 
P2, P8 and PI 0 expected educators to address the interests oflearners: 
... what are the interests of the learners [P2, I I, L630] 
Make the curriculum more accessible and interesting for all learner 
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[P2, II , L832] 
... you need to know your learners. For argument sake you have a boy who is 
interested in space er things, you've got to adapt whatever task you give him to 
actually influence his... [P8, 11 , L515-516] 
P2 expected learning area policies to encourage educators to take the learners' interests into 
consideration during planning. PIO expected learners to show that they were interested in the 
work. P8 expected educators to address learners' interests by getting to know them. P8 
mentioned that middle and high ability level learners could be given projects that interest 
them. This seems to suggest that P8 did not expect educators to meet the interest needs of all 
learners. 
Theme: Level 
Sub themes: Educator communication, tasks, progression, questioning, assessment. 
[Pease refer to Appendix 5: Differentiation expectations (Level)] 
Participants expected educators to make provision for the different levels of learners. PI and 
P4 expected educators to increase the level of complexity for the able learners specifically 
(i.e. the gifted, more intelligent learners), whereas P6 expected different levels of difficulties 
in tasks. P3 expected activities at an easier level for weaker learners. P4 expected worksheets 
to cater for different levels of complexity and thinking, which she equated with ability. P3 
expected brighter learners to do the same thing but in a more complex manner. P3 also 
expected educators to include extra activities at a more difficult level. P3 associated 
progression as taking learners to a higher level. Similarly P9's response that if learners are 
improving their achievements and are not at the same level seems to suggest that P9 also 
associated levels with progression. P7 expected the educator to speak at the right level. 
Similarly PI expected educators to explain things at the right level. PI and P2 expected to 
group learners according to their levels. P8 understood the importance of different levels of 
questioning. Assessment was linked to levels by P6, P7 and PI O. Levels would be evident by 
looking at rubrics [P6], levels of assessment on GDE 450 forms [P7] and baseline assessment 
[PIO & P3]. 
Theme: Pace/time 
Sub themes: Planning, abilities, worksheets, grouping. 
[Pease refer to Appendix 5: Differentiation expectations (Pace/time)] 
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P2, P4 and P6 expected educators to address pace in their planning. P3 expected less 
questions to be given to learners if they wrote slower or if they took longer to understand. P3 
and P6 expected educators to let learners with similar abilities work at the same pace. P3 and 
P4 expected learners to be working on different activities at different times . P4 expected all 
learners to work at the same pace but on different activities, whereas P6 expected some 
groups to be challenged to move faster. P4 expected activities on worksheets to be structured 
differently for fast pace learners. P6 did not expect educators to rush learners to complete 
their work. 
Theme: Progression 
Sub themes: Workload, assessment, tracking progress, knowing learners, level, expanded 
opportunities. 
[Pease refer to Appendix 5: Differentiation expectations (Progression)] 
P6 expected all learners to make progress. Similarly P7 expected learners to achieve 
outcomes. PI indicated that educators need to increase the amount of work as learners 
progress though different grades. PI also felt that work should become more complex in 
multi-grade classes. PI and P2 pointed out that conceptual links needed to be made with what 
learners already knew. This seems to suggest that a baseline assessment is expected from 
educators to help with conceptual progression. Tracking progress was expected from 
educators by P2, P3, P4, P6 and P7. P2 expected educators to know learners by looking at 
Leamer profiles from previous grades to track their performance. P4, P6 and P7 expected 
educators to track progression using ODE 450 forms. P7 expected educators to use ODE 450 
forms to see which assessment criteria needs to be looked at for each learner and the level of 
their attainments. P8 expected learners ' portfolios to show improvements in their 
achievements by not being at the same level. P6 expected educators to use rubrics to show 
progression. P2 and P7 expected learners to make progress across different grades. In 
addition, P2 expected learners to make progress from the beginning of the year to the end. P3 
seemed to equate progression of learners as learners moving to a higher level. P3 expected 
this to happen through providing learners with expanded opportunities. P3 also felt that 
learners should not just be kept busy for the sake of it, but they should be taken to a higher 
level. P3 also mentioned extra work given to learners must be marked to help them to 
progress to a higher level. 
Theme: Questioning 
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Sub themes: Planning, probing, adapting, assessment, tasks, levels. 
[Pease refer to Appendix 5: Differentiation expectations (Questioning)] 
PI expected educators to consider questioning in their planning. PI expected educators to ask 
probing questions to learners who didn't understand. P7 expected educators to rephrase 
questions. P8 expected differentiated questions in learners' books and examinations by 
starting with easier questions moving to more difficult ones. P8 expected educators to adapt 
their questions. P8 expected different levels of questioning for class work as well as 
examinations, which suggests that she considers differentiated questions as different in levels. 
This was similar to the different levels of questions expected by PI O. PIO expected questions 
to be structured for low ability, average and gifted learners. For example, average learners 
were expected to be able to answer 'knowledge' and ' analysis' type questions. Further, P8 
expected different types of questions to be used; for example, 'true/false ' , ' missing word' and 
'writing paragraphs.' However, PI 0 expected levels of difficulty within these questions too 
i.e. if it was a 'true/false' question, this did not mean that it had to be an easy question. PIO 
expected questions to be pitched higher for the gifted learners and lower for the slower 
learners. 
Theme: Real life context 
Sub themes: Explanations, usable, content. 
[Pease refer to Appendix 5: Differentiation expectations (Real life context)] 
PI, P4 and P9 expected educators to use examples from learners' real li fe when explaining 
things to learners. PIO expected educators to relate things to what learners knew. P4 and P5 
expected educators to use content related to learners' contexts, such as huts and houses [P5]. 
PI expected educators to make the Learning area usable in everyday life, for example, In 
problem solving. 
Theme: Reflective practice 
[Pease refer to Appendix 5: Differentiation expectations (Reflective practice)] 
P7 and P2 regarded the importance of reflective practice to meet the needs of all learners. P7 
displayed characteristics of being reflective on how she taught. 
In my training we were not exposed to that type of we conducted tests, we set 
out questions and questions were for all learners. The examples we were given 
were given for all learners and yet there were learners when and now when I 
look back I can say that yes I did not do justice to groups of learners in my 
teaching degree because I did not give them an opportunity er to rephrase 
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questions or re-adjust questions and maybe use a diagram to explain what I 
was trying to say. [P7, II, L809-814] 
P2 expected educators to reflect on their teaching practice: 
But one of the problems I find that er educators don 't do sort of item analysis 
and don 't reflect consciously on their teaching. [P2, I I, L 794-795] 
Being reflective, it may be argued, contributes towards provision of differentiation. 
Theme: Resources 
Sub themes: Non-prejudice, tactile, language, learning style, worksheets, disabilities, real-
life context, differentiation linked with the constitution. 
[Pease refer to Appendix 5: Differentiation expectations (Resources)] 
P2 and PIO expected educators to address resources in their planning. PIO expected educators 
to specifically address resources to cater for disabilities in their planning. PIO expected a 
variety of resources to be used for disabilities such as partially deaf and partially blind 
learners. P I did not expect any racial or gender prejudice to take place in materials used by 
educators. PI, P2, P3 and P4 expected educators to use tactile resources such as counters [P I 
& P3], pictures [P2] and worksheets, different textbooks, other media [P4] to explain 
something [P3] and reach outcomes [PI]. P7 expected educators to ensure that worksheets 
had different examples such as pictures in addition to writing. P2 expected educators to 
consider language barriers and use pictures particularly at the beginning of a lesson. P4 was 
aware of considering learning styles to choose appropriate resources, for example for a visual 
learner. P4 expected educators to use lots of graphics and colours. 
Issue: Some schools can address differentiation better than others. 
Now in white schools what they are doing is the school governing body 
charges a high fees ok so now what they do they have a budget they create a 
budget to employ additional educators ok. Now what they do they they employ 
two types of educators. They they decrease the number the class sizes ok and 
then pay the other educators the same as the educators who are on the system 
and then they also pay other educators who will be responsible for after care 
ok. In the aftercare that's where educators problems that learners experience 
during the day who are slow learners where educators er er er write notes 
about er those learners and they are passed on to er those educators to give 
them support ok Ya. So you see now er at at at this at this stage you find that 
the inclusive the inclusion principle right is success (laughs) is is is er is 
becoming has a beller chance of succeeding with wealthy schools. 
[P6, II, LI313-1323] 
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Theme: Support 
Sub themes: Record keeping 
[Pease refer to Appendix 5: Differentiation expectations (Support)] 
PI, P4 and P6 expected educators to use GDE 450 forms to provide learner support: 
... so the GDE 450 forms provide the evidence for that er I know that er I think 
it's .... it's about the support of learners of how the educator is going to 
support the learner in a particular learning area ... [PI , 11, L264-267 
.. . and one of the things that I look at quite in detail is when an educator 
identifies a specific problem, and thereby completing the 450a because that's 
the identification then outlining a programme 'of action as to what support the 
educator would give [P4, 11, L248-25I] 
... So there is a form that is used for learners who are struggling who need 
additional support right it is called the GDE 450 something. 
[P6, 11, Ll377-1378] 
PI and P4 mentioned that they would expect educators to complete the 450 forms. P4 
expected to see problems experienced and support given to be written on the 450 forms. P6 
expected strategies used/suggested to be recorded on the 450 forms that would help learners 
that needed additional support. PI expected educators to assist learners who needed support. 
She regarded support as having different levels, for example, learners who were at level one 
would need urgent support. P7 expected LSEN to have additional support. 
Theme: Tasks/activities 
Sub themes: Extra work, levels, different, learner response, learners' books, pace, 
worksheets, learning style, coping, grouping, knowing learners, disabilities, interests, 
planning. 
[Pease refer to Appendix 5: Differentiation expectations (Task/activities)] 
P2, P4 and P6 expected educators to address activities in their planning. P2 and P3 expected 
educators to consider extra activities. P3 expected educators to give extra work to learners 
who are doing exceptionally well. P6 expected less work for struggling learners. Similarly, P3 
expected less questions for some learners, for example, those that wrote slower or took longer 
to understand. P3 expected learners' books to look different and expected extra activities in 
learners' books and activities to be at a higher level. P7 expected different activities for high 
flyers and struggling learners. P7 expected different groups doing different things and P9 
expected educators to plan activities for all groups. P7 expected different types of activities 
such as speaking, collage etc instead of writing only, which would help with assessment too. 
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P7 expected displays in the classroom to show different types of tasks. P6 expected learners' 
portfolios to look different with common and different tasks. P3 and P6 expected levels of 
difficulties in tasks. P6 expected the difficulty level to increase through the phase. P4 
expected remedial and developmental activities in learners' books. PI, P3, P4, P6, P7, P8, P9 
and PIa expected different activities. P I expected activities to be different in terms of the 
challenges. P4 expected worksheets to have graded, basic and abstract activities. She also 
expected activities on the worksheet not to be rigid and cover exploratory, investigative, 
writing etc activities to cater for different learning styles. Similarly, P9 expected both 
theoretical and practical activities. P6 expected different activity sheets. P3 did not expect 
learners to be doing exactly the same things at the same time or in exactly the same way. P4 
expected differentiated activities for fast track and slower learners and expected activities to 
be structured differently for fast pace learners. P4 expected learners to be working on the 
same pace but on different activities. P6 expected different activities that learners could cope 
with. P8 expected educators to consider the interests oflearners in activities by knowing their 
learners. However, P8 expected only 'middle ' and ' high ' learners to be given projects that 
interest them. P8 also expected educators to place easier questions in the task first. Pia 
expected learners with disabilities to be considered. 
Theme: Teaching Style 
Sub themes: Intervention, educator active, different methods of explaining, learner response, 
simplifYing, displays, providing alternatives, consolidation, grouping strategies and methods, 
encouraging, knowing learners, educator confidence, planning. 
[Pease refer to Appendix 5: Differentiation expectations (Teaching style)] 
P3, P4 and P6 expected the educator to move around the different groups of learners. P6 
expected educators to engage with learners who had problems. Educators were expected to 
interact with learners if they didn't understand [PI]. PI , P3 , P4 and P9 expected educators to 
explain things in different ways and P4 expected more explanations to be given to some 
learners. P3 expected educators to say something more than once if necessary and expected 
educators to provide consolidation opportunities for weaker learners. P7 expected educators to 
get across to learners i.e. to ensure that learners understood what the educator was trying to 
say or explain (my interpretation). Learner participation was expected by PI, P4, P6, P8 and 
PIa. P4 expected learners to share findings with one another and give feedback to the 
educator. P6 expected educators to simplifY things for learners to understand. P7 and P8 
expected displays in class. P7 expected displays of current work of different types of tasks. P8 
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expected displays to stimulate learners. P2 and P8 felt that educators needed to adapt their 
classroom strategies where necessary. If, for example, a science lesson diverted off to a life 
lesson because a need had arisen, this was regarded as good didactics by P8. P8 expected 
educators to be well-prepared and expected educators to cater for top, average and slow 
learners. P8 and PIO expected different teaching styles. PIO expected teaching styles such as 
lecturing, discovery, inquiry, learners working individually etc. PI expected educators to 
provide alternatives to achieve the same outcomes for able and slow learners. PI expected the 
educators' plans to show how intelligent learners would be kept busy whilst they helped slow 
learners. P4 expected different types of learning to take place at the same time. P6 expected 
different groups to be taught simultaneously and not teaching to the average. P7 expected the 
educator to get responses from different groups of learners. P8 did not expect educators to use 
textbook style teaching. P9 expected educators to encourage learners to go beyond themselves 
and to know their learners. PIO expected educators to be confident when they answer 
questions and to anticipate questions in their planning. PIO also expected educators to relate 
things to what learners have done before and accommodate learners who show things in 
different ways. 
I Category: Social 
Theme: Educational Background 
Sub themes: Early childhood development, prior knowledge. 
[pease refer to Appendix 5: Differentiation expectations (Educational background)] 
Much reference was made by P2, P6 and PIO about expectations around prior knowledge of 
the learner. P2 pointed out that educators were expected to consider learners who came from 
different primary schools because they might not have covered the same content. P6 and PIO 
mentioned that she didn't expect educators to make assumptions about what learners knew. 
PIO expected educators to relate things to learners' prior knowledge. PI expected educators to 
determine the level of early childhood development, particularly for those that were in the 
Foundation Phase. 
Theme: Socio-economic background [Barrier} 
Sub themes: Knowing learners, worksheets, resources, record keeping, positive relationship 
between learner and educator: sensitivity, attitudes and respect. 
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[Pease refer to Appendix 5: Differentiation expectations (Barrier - Socio-economic 
background] 
PI, P2, P4 and PIO expected educators to consider the different socio-economic backgrounds 
of learners. P2 and P8 expected educators to know learners' circumstances. P2 and P8 
mentioned this could be done through a learner profile. P4 and P8 pointed out that educators 
needed to show sensitivity to the learners who might be having problems in their family life. 
P4 mentioned that worksheets needed to be sensitive to family life. P4, P5 and P6 mentioned 
that educators are expected to consider the learners' availability of resources. P6 mentioned 
transport availability for learners who might need extra lessons after school. P4 mentioned 
equipment such as calculators. P2 mentioned that resources such as pictures could be used if 
learners had never seen a particular object, while, P4 highlighted that more explanations need 
to be given to learners who haven't seen certain objects, for example a kettle, when referring 
to shapes. 
Theme: Cultural Background 
Sub themes: Resources, culture, race, gender, personalities, behaviour, gender, knowing 
learners, non-prejudice, raising awareness. 
[Pease refer to Appendix 5: Differentiation expectations (Cultural background)] 
PI pointed out that educators were expected to use materials that were not biased in gender 
and racial roles. P5 highlighted the importance of knowing learners by understanding their 
diverse personalities, behaviour and cultural background. PI expected educators to show no 
prejudice by ensuring that certain ethnic groups were not promoted compared to others. PI 
expected the school to bring about an awareness of other cultures by having cultural events in 
the school, so that the uniqueness of other cultures could be appreciated: 
So that we don't promote ethnic groups that might cause a problems later on 
to say, 'Oh, the Zulus they like violence' you know because that's the mentality 
these learners will go 'and those Xhosas are liars' but if you teach them that 
our uniqueness doesn't have to make us fight one another. You know in some 
schools they have cultural things where each culture will prepare something 
even the food and er in some cases like ex model C schools, they '/I have this 
English speaking coloureds or Indians learning a black culture coming to 
demonstrate how exactly they understood. [PI , II, L75 1-758] 
Theme: Political stance 
Sub theme: Raising awareness 
[Pease refer to Appendix 5: Differentiation expectations (Political stance)] 
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PIO expected educators to consider the political background of the learner as well as their 
own political ideologies when they are teaching. P 10 also seemed to suggest that a political 
awareness needs to be instilled in learners: 
It also comes in especially nowadays there are a lot of things that come in 
which during my teaching and your teaching or your learning and my learning 
were never there. They would even tell you that look this school no political or 
whatever, but let me tell you the fact of the matter is you are driving the 
government of today prinCiples and if we don't do that, then our kids will never 
know where they are coming from, you know. Not to say kids are being taught 
politics, but they have to be conscientious to be you know what make them 
conscious of the past and where they're going and what we want them to take 
the country to ... We need to get politicians out of these youth. And if we don't 
talk about them and we don 't make them aware that these are the things that 
exist and make what we are. Today you are seated next to a white black kid 
because of the following, you know, that type of awareness. 
So do you think that would be an important aspect of differentiation? 
Ya that we 'l/ also look at contextually if you talk about the quality of teaching 
you can also look at that to say how are they affecting the quality of teaching 
in a classroom, you know. Are our kids so open-minded and broadminded that 
they can talk about the politics of today... [PIO, II, L782-804] 
Theme: Resources 
Sub theme: Socio-economic background {Barrier] 
[Pease refer to Appendix 5: Differentiation expectations (Resources)] 
P4 expected educators to make resources available for learners, especially learners who didn 't 
have resources such as calculators, for example. Similarly, P6 expected educators to take 
cognisance of learners who didn't have transport availability if they were going to provide 
them with intervention after school hours. P4 mentioned that educators were expected to use 
real life contextual resources, such as coke cans, beads and vegetable gardens in their 
delivery. 
I Category: Emotiollal 
Theme: Labelling 
[Pease refer to Appendix 5: Differentiation expectations (Labelling)] 
PI and P6 expected educators to avoid labelling learners. P6 mentioned labels such as 
'stupid' . 
Theme: Emotional well being {Barrier] 
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Sub themes: Knowing learners, record keeping, learner response, positive relationship 
between learner and educator: sensitivity, altitudes and respect. 
[Pease refer to Appendix 5: Differentiation expectations (Emotional well being)] 
Most participants expected educators to consider the emotional well being of learners by 
being positive towards the learner. P2 expected educators to look at things deeply if the 
learner appeared lazy because there might be emotional problems. PI expected educators to 
be positive about the learning area to help learners in the future. P7 expected the body 
language of the learners to show that they understood. P 10 expected learners to be confident 
with a high self-esteem and be comfortable in class. P8 expected educators to address the 
emotional well being by being sensitive towards the learners and addressing any fears or 
concerns that the learner might have. Both P4 and P6 expected educators to record emotional 
problems on 450 forms. P4 expected emotional problems to be recorded on the Learner 
profile too. 
P5 recognised the importance of the emotional well being of learners by being sensitive 
towards them: 
To make life very easy for them because Maths sometimes can be difficult 
especially some concepts like when you come to division you know. 
[P5, II , L56-57] 
So we have to be very nice and very carefol sometimes. [P5, 11 , L61] 
P6 also made reference to the fact 'inclusion' doesn't allow for this type of differentiation 
because it creates problems such as snobbery and low self-esteem: 
And inclusion is against er this very principle of having learners who are 
coping together who will then develop to be snobs ok. Whilst there are those 
whose self concept er er er and self images will be low because they are 
always behind this that other group ok. [P6, II, LI095-1098] 
In the above section most expectations are presented under the four broad categories of 
cognitive, pedagogical, social and emotional. One key theme, however, school logistics didn't 
fit with the four broad themes: 
Theme: School Logistics 
Sub themes: Planning, policies, interest, educator placement. 
Only P2 seemed to be aware of her expectations of certain school logistics to cater for 
differentiation. P2 mentioned that she would expect to see differentiation encouraged in the 
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learning area policies of the school. P2 expected Learning area policies to encourage 
educators to plan differently to make the curriculum more accessible and interesting to 
learners. P2 also expected educators with relevant expertise to be placed with certain learners. 
Differentiation can be hindered by the ratio of educators to learners. The number of educators 
allocated per school can also become an issue: 
You cannot deploy educators in the manner you have specific quota teacher 
pupil ratio. So the deployment of educators becomes an issue. 
[P2, ll, L936-937] 
Issue: Different interpretations and understandings 
.. ,often er the expectations amongst us differ whilst most of us have been 
trained as far as I know on the new curriculum ... [P4, ll, L494-496] 
So even the the expectations are still different. The way you internalise the 
training is is different, even amongst maths people supervisors. The way we 
understand the training is different, whilst the key principles are generally 
understood as being the same. How it's implemented at in the classroom level, 
often differs from one person to the next. [P4, Il, L505-508] 
This has implications in terms of whether the evaluation is valid, fair and reliable. Their 
expectations around teaching and learning and hence around differentiation could be affected 
by how they have understood OBE. If supervisors are battling with this, this could very likely 
mean that educators too, have their own interpretations around differentiation and hence their 
understandings and methods of differentiation 
Issue: Curriculum coherence/continuity 
Some participants pointed out that it is much easier to differentiate if the educator knows 
learners, particularly if the same educator teaches all learning areas to the learner: 
Numeracy, Literacy and Life Skills ya and there is a lot of integrated teaching 
and it's often easier for for the educator to engage in differentiation and it's 
often one educator that's teaching that's teaching both Numeracy and Literacy 
and Life Skills. So she or he or she can also compensate er where one of those 
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Learning areas are lacking and one oj the aspects to the differentiation might 
be a Lifeskills aspect that 's affecting the Numeracy. So in the Foundation 
Phase there's there's I think a greater I think it's an easier Jor the educators to 
look at the child holistically and er to cater Jor the different ability levels and 
to put programmes in place. Er Jor the Intermediate and Senior Phases, I think 
it's different from the Foundation Phase. Now learners who had different 
needs different learning styles are exposed to different educators who are 
seeing them Jor different subjects or Learning areas and whilst there is 
mechanisms and recording tools like the 450s Jor educators across the 
learning areas to make use of, so the problem is identified quickly er it's often 
not implemented in our schools. So we find that educators who are teaching 
EMS, are not er Jamiliar with the problems tha/are happening in mathematics 
although it might be related. So the needs oj learners are not often dealt with 
across different subjects er Jor differentiation purposes. And I think it's it's 
lacking in the Intermediate as you go up in the Senior gets progressively worse 
where in the high schools learners are baSically left to themselves. 
Differentiation is almost non-existent. [P4, 11 , L446-464] 
This was reiterated further by P4 in the second interview: 
... educators emphasize a lot oj integration eg difficult words in numeracy, 
addition, multiplications, borrowing, measuring, abacus, solution, etc might be 
explained in greater detail in a Literacy lesson and could be included in a 
spelling test. Spending the whole day with the same learners helps educators 
understand common learning problems that cut across all three learning 
programmes, hence intervention is easier. [P4, 12, F53] 
So you 've got to know your kids, it's a it's a the problem in our high schools is 
where teachers only do a specific subject they don't know their kids. Primary 
school there 's a more one to one working, you know. [P8, II, L478-480] 
Er, if you go to parent's evening at a high school they 've got no idea actually 
who your kid is except if they are very bright or whatever. Where at primary 
school they can know the kids. [P8, II, L485-487] 
I think that at the Foundation Phase level because learning is er the learners 
because the learners are with one educator all the time that helps. So you have 
very intensive contact with learners and you find that at this initial stage you 
get to know learner very well. [P2, II, L948-95I] 
It seems that if an educator teaches different classes the same Learning area, or more than one 
Learning area, as is the case of many secondary schools, differentiation can be a problem due 
to workload: 
One single lesson they are saying where should I have the time if I have say six 
classes Jor example. I only have the time to differentiate er lessons Jor those six 
classes ok and secondary cases they teach more than one Learning area and 
which means more workJor them. [P6, II, LlII1-1114] 
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P6 saw that a collaborative approach to helping learners would help meet the needs of a 
diverse range of learners, by educators from different Learning areas discussing and 
identifying them. This further suggests that if one educator was teaching all Learning areas 
and hence seeing her learners more, it would help to meet their needs: 
Now these are the learners who must get additional support even after school 
ok. Even during er free periods ok. So that kind of support should not be not 
just be from me alone. In other words as educators will have to meet and 
discuss and identifY those learners and make them our er project ok so in that 
way we will be able to respond to the diverse needs of learners in the 
classroom collectively rather than er er I am trying to do that as a moths but 
at the end the NS teacher and Language teacher don 't care then it won't 
succeed in that way. [P6, 11, LI339-1345] 
Other themes not directly related to expectations around differentiation were also apparent: 
Theme: Importance of differentiation 
Participants placed great importance in terms of prioritising differentiation related to the 
quality of teaching and learning. P5, however, didn't regard differentiation as any more 
important than anything else [Please refer to Appendix 6: Learning areas, GET Band, 
Priorities]. 
Theme: Differentiation in Mathematics, Science and Technology 
Supervisors generally did not feel that differentiation demanded different expectations for 
mathematics, science or technology. PI, P5, P6, P9 and PIO expected the practice of 
differentiation to be based on similar principles in all three Learning areas. P6 expected 
consideration to be taken of learning areas such as Science and Technology where more 
psychomotor skills would be used. P2 expected differentiation to be different in the three 
Learning areas as she felt it depended on the type of task given. Similarly, P3 highlighted that 
some learning areas have more practical types of tasks [Please refer to Appendix 6: Learning 
areas, GET Band, Priorities]. 
Theme: Differentiation across the GET band 
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P5 expected differentiation to be the same across the Foundation, Intermediate and Senior 
Phase. P6 felt that educators need to be more sensitive to groupings in the Senior Phase. P7, 
P9 and PIO expected differentiation to increase across the GET band. P9 felt that this was 
because of complexity of concepts across the GET band and PI 0 felt that it was because of 
the increase in levels. Some participants were not asked the question due to time limitations 
[Please refer to Appendix 6: Learning areas, GET Band, Priorities]. 
Theme: Policy alignment with government goals 
When P6 was asked if there were any issues particularly relevant to differentiation, an 
interesting point was raised about a mismatch between what the government wants and the 
criteria in the WSE criteria: 
Yes, that is what yah that is what we er want usually every time when there are 
people who go to national training. We want to push they're pushing off 
certain er er aspects which are not aligned to what we are doing ok. Because 
at the end of the day the Minister right in Gauteng must be able to talk about 
transformation issues at the report about this you see and then our report are 
silent ok. 
Yes 
Some report do report but when we now have to write the report we use the 
frame work from national and it does not have these issues so that's their 
problem. [P6, 12, L802-8Il] 
P6 mentioned this again later in the interview: 
Now er the MEC secre ... jirst one thing one breakthrough that we made with 
the outgoing MEC was that he had accepted and he even said look in your in 
your nine focus area there is no '" transport ... help but now the transport is 
giving the problem, so scholar transport will allow for er time ajier school and 
leave at the time including every other learner who is using that transport will 
have to remain right and then those who needs intervention will be er 
supported and so forth. [P6, 12, Ll347-l353] 
In this chapter, I have identified roles, and related issues, of WSE supervisors and explored 
the understandings and expectations of differentiation held by WSE supervisors. It is evident 
that differentiation is regarded as very important and the expectations around differentiation 
are based on the holistic nature of the process of teaching and learning encompassing 
cognitive, emotional, pedagogical and social aspects. The data also highlights that 
consideration needs to be given to school logistics. 
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In the next chapter, I present a brief overview of my research, identifY some of the limitations 
of the research, discuss issues and implications of my findings and propose a model for 
differentiation in the South African context. 
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CHAPTERS 
CONCLUSION 
In this chapter, I begin with a brief overview of the research. I then highlight the implications 
of my findings and present some issues for future considerations. I have also included a model 
of differentiation, which I have developed based on O'Brien and Guiney's (2001) and 
Fortuin's (2003) earlier models [Please refer to Fig. 2.2.2c and Fig. 2.2.2d], which I feel is 
particularly relevant to the South African context. 
5.1 Overview 
The exploratory research presented in this thesis is described as a case study, interpretive in 
nature and located in the qualitative paradigm. The focal point of this research is on the 
concept of differentiation recognizing that: 
Learners vary: from each other, from day to day and year to year, apparently 
in intellectual, physical, aesthetic, and other endowments, in motivation, 
upbringing, health and sheer luck. Given their diversity, it seems fair to 
assume that pupils and teachers will need a wide range of strategies and 
flexibility of timing and approach if they are to achieve the common goals set 
out in National Curriculum targets. (Weston, 1992:6) 
The research assumes that individual learners have a right to differentiation and that their 
learning will be more effective if differentiation is taken seriously by educators. The research 
is written againstthe background of South Africa' s new curriculum. 
The aim of the research was to gain a deep and rich understanding of the participants' 
perceptions about differentiation. The objectives of this research were: 
• To identifY what WSE supervisors understood by the term differentiation (conceptual) 
• Tq identifY how WSE supervisors expected differentiation to be achieved by educators 
(conceptual). 
In order to do this, it was considered necessary: 
• To identifY the role ofWSE supervisors (contextual). 
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The research was undertaken with ten WSE supervisors involved in evaluating mathematics, 
science and/or technology within the GET band. The initial data generation occurred through 
sending fairly closed questionnaires to determine the supervisors' professional background 
and experiences. Subsequent data generation occurred through interviews drawing on the 
supervisors' experiences in an attempt to gain a deeper insight of their experiences prior to 
working as WSE supervisors, identifYing their roles, as well as their understandings and 
expectations around differentiation. Further data generation occurred through a second cycle 
of interviews drawing on responses in the first interviews. Data was also generated from 
documents related to WSE, which helped build a picture of the context. 
The data was used to carry out a thematic analysis of the roles, understandings and 
expectations around differentiation. The analysis, though fairly wide, is enriched with the 
supervisors' actual words, which were checked by the supervisors for anything they wanted to 
add, or edit, through a process of consensual validation. Great importance was placed on their 
actual words in order to try to understand and respond to their experiences, roles as well as 
their understandings and expectations around differentiation. 
Ten main supervisory roles were identified: 
• Collect data 
• Evaluate 
• Quality assure 
• Report 
• Pre-evaluate 
• Lead teams 
• Develop 
• Support 
• Analyse 
• Record 
A range of dimensions related to differentiation understandings and expectations were 
revealed. Most key themes were interconnected showing the integral nature of differentiation 
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in teaching and learning. A typology emerged made up of four main categories, namely 
cognitive, pedagogical, social and emotional: 
Cognitive Pedagogical Social Emotional 
Language Approach Educational Labelling 
[Barrier) Assessment background Emotional well 
Different abilities Catering for every Socio-economic being 
Disabilities individual learner background 
[Barrier) 
Learning style Expanded 
opportunities Cultural 
background 
Grouping 
Political stance 
Interest 
Resources 
Level 
Pace/time 
Progression 
Questioning 
Real life context 
Reflective practice 
Resources 
Support 
Tasks/activities 
Teaching style 
*Schoolloglstlcs didn 't fit mto any category. 
Understandings and expectations - General comments/insights 
• Barthorpe and Visser (I 991 :OHPI) found that understandings around the term 
differentiation varied quite considerably amongst educators. Similarly this research 
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also found that understandings around differentiation were quite different amongst 
WSE supervisors. The word differentiation seemed to have many layers of meaning 
for different supervisors. Defining the word seemed to be quite new to many 
supervisors. However, supervisors were not all the same; they had different 
experiences and backgrounds and had worked in different settings prior to coming to 
OFSTED. Like everyone else, they had their own personal ways of thinking about 
differentiation, just as they had their own language/voice of describing differentiation. 
• Supervisors expectations seemed to be influenced not only by their own 
understandings of educational policies, such as the Inclusion policy, but also by their 
own personal beliefs on what constitutes good practice. 
• There seemed to be different reasons underlying the importance of differentiation. For 
some, the notion of providing equal opportunity was priority, whereas others seemed 
to be more concerned with good classroom practice. Some seemed to focus on 
political stance. 
• A close link between inclusion and differentiation was made, but there were 
difficulties in clarifying the two concepts, showing their integral nature. 
• One of the underlying threads running though expectations around differentiation is 
the assumption that diversity is to be addressed in the classroom through 
differentiation to ensure progression of all learners. 
• All participants placed great importance on differentiation. 
• While the thesis was set in the context of mathematics, science and technology 
learning areas, nothing specific came through apart from giving different types of 
tasks requiring different skills, such as psycho-motor skills for technology. 
Differentiation expectations did not appear to be specific to mathematics, science or 
technology generally. 
• Some supervisors expected differentiation to be carried out differently in the learning 
areas of Mathematics, Science and Technology, whereas the majority of participants 
felt that it was based on similar principles regardless of the learning area. 
• Future research could be carried out to determine if there were any similarities or 
differences in what was expected by different learning area evaluators. 
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5.2 Issues and implications 
5.2.1 Contextnal 
Training - standardization 
• If supervisors have received aBE training by different facilitators, this could have an 
impact on their understanding around differentiation, which could suggest that all 
supervisors need to be given the same training on aBE. 
• Different training received by educators also impacts on the different strategies they 
use to differentiate. This suggests that educational training for educators needs to be 
standardized, particularly around differentiation. Service providers, such as 
universities and Non-profit organizations (NPOs) could possibly work collaboratively 
on courses on differentiation on a provincial as well as a national scale. 
• Further research on the understandings and expectations of stakeholders involved in 
education might serve to standardize what is expected around differentiation. 
• Training received by different supervisors is interpreted differently. This influences 
their expectations around differentiation, which could have major implications when 
eg they give advice to educators. 
• Supervisors seem to have differing expectations around classroom practice. 
Coherence and consistency 
• There is lack of consistency in interpreting the criteria for WSE, as the criteria are not 
clear. If in the future , educator appraisal is going to be linked to WSE, this would 
make the process unfair, invalid and unreliable. 
• There are no specific criteria for evaluating different learning areas. Although WSE 
supervisors have started to develop these, it would be helpful to all stakeholders 
concerned to access these. This will enable educators, for example, to possibly 
understand what is expected and hence make the WSE process even more transparent. 
Resources 
• Different instruments are in the process of being designed to aid evaluations at a 
classroom level. This seems to suggest that the criteria in the WSE policy are not clear 
and can be open to interpretation. This would make the evaluations unfair, invalid and 
unreliable. A tool needs to be designed to help not just the supervisors but also other 
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stakeholders involved in education, such as educators, principals, HODs, and School 
Governing Bodies (SGBs) in order to bring clarity for all. 
Roles - Conflict 
• Although the supervisory role is not to support or give advice, many supervisors are 
infact doing so. 
Expertise 
• There is a lack of expertise in some learning areas for certain phases and supervisors 
are evaluating Learning areas for which they are not specialists. This suggests that 
more supervisors specializing in relevant Learning areas need to be employed. 
• Educators, it appears lack confidence in supervisors and are testing their knowledge in 
learning areas. I feel that if this issue is not taken seriously, educators could lose faith 
in school evaluations, which could result in low morale on both sides. 
5.2.2 Conceptual 
Diverse understandings and expectations 
• A range of expectations around differentiation were identified. This suggests that a 
working consensus amongst supervisors (and possibly other stakeholders, such as 
educators, district officials, service providers) might serve to crystallize expectations 
around classroom practice to bring consistency and clarity in the future. 
• Future research related to determining alignment between understandings of OBE 
principles, and expectations around differentiation might be interesting. This could 
then be incorporated into OBE training programmes for educators. 
• Future research related to what is understood by inclusive practice and linking it to 
understandings around differentiation might bring a greater awareness around 
classroom practice. 
Grouping 
• Making obvious groups can have a negative impact on learners and grouping needs to 
be considered quite carefully depending on the age of learners. Tn my OBE and RNCS 
training workshops, I have often heard educators thinking that OBE is all about group 
work. This suggests that a component of these courses could include different 
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grouping strategies for different age groups, as well as the impact grouping could have 
on learners. 
• Grouping raised important polarities. The question whether grouping as a method of 
differentiation aids learning or leads to exclusion and whether it is enabling or 
disabling needs to be considered carefully. This suggests that a variety of grouping 
strategies need to be used and changes need to be made within the groupings too. 
Resources 
• Because some schools are better resourced than others, it appears as if they might be at 
an advantage to carry out differentiation. Schools need to be supported timeously not 
just on receiving resources from their district offices, but also supported in how to 
actually use these resources to enable effective pedagogy. 
Language 
• It seems as if using the language of the learner, which is different to the LOLT of the 
school in the Foundation Phase seems to hinder learners' understanding of certain 
learning area vocabulary later in the Phase. This has implications in terms of the 
Language in Education Policy introduced in 1997. 
• Learners are not always catered for according to their language because the school 
might not have adequate resources in tenns of the number of educators and classrooms 
to help with this. This means that learners are not taught in their mother tongue. This 
suggests that more educators need to be trained in speaking different languages to 
address the diversity of language. 
Assessment 
• Learner profiles do not seem to be consistently completed by some schools and 
educators. This could be due to educators having very large classes that they don 't 
have the time to keep to date with their paperwork. A serious consideration to class 
sizes needs to take place to help enable educators to meet the needs of learners better. 
Curriculum continuity 
• It seems as if differentiation is easier to carry out in the Foundation Phase because 
educators know their learners more due to consistent time with them. This suggests 
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that more liaison needs to take place with educators in the Intermediate and Senior 
Phase in order to build a holistic profile of learners. Alternatively, this suggests that 
schools need to consider how they are timetabling educators to learners so that an 
educator can teach at least two to three different learning areas to the same learners. 
• Knowing learners is easier if an educator teaches more than one learning area to the 
same learners. Given the nature of most timetabling in the Senior Phase, this is not 
happening. I feel that if more consideration was given to timetabling so that educators 
would see the same learners in many learning areas, it would enable a more cohesive 
assessment of learners, which would then enable educators to meet the needs of 
learners more effectively.22 Perhaps this needs to be considered in South Africa for the 
Intermediate and/or Senior Phase. This would help educators to be acquainted with 
other Learning areas enabling more effective integration and get to know their learners 
more. 'Knowing learners' was a sub theme that ran through many themes in the 
expectations around differentiation. 
Mismatch 
• There seems to be a mismatch between what the government wants and the WSE 
criteria. This implies that the WSE criteria need to be more relevant to educational 
settings. 
5.3 A model for differentiation 
Themes around both understandings and expectations of differentiation were identified under 
four broad categories, namely, cognitive, social, pedagogical and emotional, based on the 
O'Brien and Guiney (2001) model. While these themes are interconnected this is a useful 
model for understanding and applying ideas around the concept of differentiation. Such a 
model would also be useful for supervisors and educators to support an holistic approach to 
22 In my own teaching experiences in the UK, I taught all subjects to one class per year up to the age of 12. 
This gave me a holistic understanding afmy learners. This also helped me to integrate the different subjects. 
For example when I was teaching science I know J had learners who were weak at measuring in 
mathematics, so I was able to assist them during measuring in the science investigations. These learners 
were excellent at planning an investigation, coming up with a hypothesis. designing the investigation, 
drawing up a plan on how they were going to collect the data but they didn't know how to measure what 
they wanted to do in decimals. If I hadn't known that I wouldn't have been able to differentiate effectively 
and might have not seen their potential in the investigation. 
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differentiation across the cognitive, pedagogical, social and emotional domains of teaching 
and learning. 
The findings of this research, however, went beyond the parameters of the O'Brien and 
Guiney' s (2001) and Fortuin's (2003) models. As a result of this and many of the issues listed 
in the previous section, the following model has been designed. It builds on O'Brien and 
Guiney' s model (2001), but is related more to my own research findings . It is a model, which 
I feel is more appropriate for the South African educational context, one that is culturally and 
logistically diverse as well as politically charged [Please refer to Fig.5.3a]. 
• Upon analyzing the four categories further, it became apparent that each one relates to 
the environment in which the learner is situated. It made sense therefore to frame the 
model within the contextual theme of Environment. 
• School logistics was a theme which did not seem to fit into the original model. I felt 
this was a separate category that needed to be added to the model, which was related 
to environmental factors. [ have placed this in a new category - Physical which would 
also include dimensions such as class size, furniture, space, etc. 
• The category 'Social ' was changed to ' Socio-cultural ' to address a broader context 
that encapsulates political stance, resources, race and gender. 
• The theme Resources could be added to the model under two categories, Social as well 
as Pedagogical. O'Brien and Guiney' s model (2001) seems to cover it under the 
Social category. 
• Whilst no participants mentioned physical environmental dimensions, such as 
furniture layout, lighting, noise, temperature, seating arrangement, and personal 
orientation, such as religious and sexual orientation and personality, I am aware that 
these and other dimensions may be added to the model adapting it further. The model 
presented here, however, represents the dimensions that came through this particular 
research . 
• Similarly to my findings, the integral nature of each factor is represented by dashed 
lines in my model. 
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Fig. 5.3a - A new model of differentiation 
This research has been based on the premise that shared understandings and expectations 
around differentiation are essential for educators and supervisors to provide optimum learning 
environments and experiences. I would like to argue that differentiation has a fundamental 
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place in training of educators as well as supervisors and that it should be incorporated into the 
compulsory teacher-training curriculum in South African universities. 
I would like to end this chapter by illustrating the impact of differentiation, so beautifully 
iterated by P2: 
... because if the teacher has/ailed to differentiate in a small way, it could have 
such a great impact on the child's life, the child's level a/interest, the child's 
er er motivation level 
The importance of differentiation 'in life ' cannot be taken lightly. 
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QJtestWnnaire 
Jf.prif 2004 
!Dear participant 
'tour views ana experiences are a very important component of this researcli 
'llie purpose of tfiis questionnaire is to Guira a profiCe of your past professiona{ experiences 
wfiicfi support your roCe as an OfSrztE!D Supervisor. 'lTiis wi{{ not onry inform tfie worRJ am 
aoing, Gut may raise some interesting issues to tfiink.aGout. 
'For some questions on tfiis questionnaire, you are as{(§a to tick. Go:{es. 'For tfiese questions 
pCease pCace a Carge tick.in tfie GoY;, 'For otfzer questions pCease write cCearry witfiin tfze 
spaces, fines or taGCes provicfea. 
'l1ianfi...you 'Very much for your time, support ana effortJ 
:Name: ___________________ _ 
'Ie[ :No: _______ (ceC9 _______ (woriV 
'Fa:{numGer. _________ ___ 
'F.-mai{ aaaress: ________________ _ 
APPENDIX 1: QUESTIONNAIRE 
'Teacfier training ana aevefoJ1TTtent 
1. 'Wliere ditf you train to 6ecome an educator? 
2. J{ow {(mg was your training? 
3. 'What quafijications did you receive? 
4. ([)o you tliinl00ur training equipped you to teacli and assess using O<B'E principfes? 
'Yes D JVo D 
5. ([)o you feer your training ena6fed you to gain enougli e;r;pertise to 
teacfi a diverse ra"ge of reamers? 
'Yes D No D 
6. 'Wfiicfi pliase are you qua[ified to teacli? 'Iic/i..a{{ tliat appEy to you. 
a) PouMation fPliase D 
6) Intennediate fPfiase D 
c) SeniorfPliase D 
d) 'PE'T fPliase D 
7. 'Wliicli su6jects/feaming areas are you quafijied to teaCh? 
8. 'What in-seroice teaclier trail1ing/devefopment/worfiJliops have you 
attended refated to teacliing, assessment and feaming and wlien? 
)lpplica6[e to wliicli graae? 'Wfiat was tlie main focus of tlie training? 'Wliicfi year? 
9. 'What did you find most usefu[ in your in-seroice teacner training? fP[ease 
e;r;pfain your answer. 
APPENDIX 1: QUESTIONNAIRE 
10. 'Wliat su6jects/ reaming areas have you taualit, wliat andes ana jor liow 
wna? 
Su6ject/Leamina )lrea graefe <Duration 
OjS'J!FlD, OjSPElD training ana aevewpment 
11. 'Wliat woufif you say is your main rore as an OjSI'ElD Supervisor? 
12. 'Wliere aUf you train to 6ecome an OjSTElD Supervisor? 
13. J{ow wna was your trainina? 
14. 'Wliat qua{ifications aUf you receive? 
15. In wliat way lias tlie trainina lieEpea you to aevewp as an OjSJ!F/D 
Supervisor? 
16. 1J)0 you tliinfi..your trainina equippea you to evaCuate tcaenina ana 
assessment usina O<B'E princip{es? 
'Yes 0 No 0 
17. 1J)0 you jeer you nave enouafi expertise ana train ina to evaCuate tne 
teacnina of a diverse ranae oj (earners? 
'Yes 0 No 0 
18. 'Wfiicfi pliase are you qua{ifiea to evaCuate? <Tuf(a{{ tliat appfy to you. 
e) Pounaation Pfiase 0 
j) Intermediate Pfiase 0 
a) SeniorPliase 0 
fi) 'FE'JPfiase 0 
APPENDIX I: QUESTIONNAIRE 
19. 'Wnidi suGjects/feamina areas are you quaEifiea to evaruate? 
20. 'Wnien suGjects/ feamina areas are you not quaEifiea to evaruate Gut feer 
you can evaruate? Pfease e;r;pfain your answer. 
21. 'Wnat in-service afsPElD Supervisory trainina/aeveropmellt/ 
worf<Jnops {zave you aUenaea refatea to evaruating tne quafity of 
teacning ana feaming ana wnen? 
:Name of course 'Wnat was tne main focus of tne training? 'Wnicn year? 
22. 'Wnat <fia you fina most usefur in your in-service afSPElD Supervisory 
training? Pfease e;r;pfain your answer. 
23. 'Wnat su6jects/ feaming areas nave you evaCuated; wfzat graaes ana for fzow fong? 
Su6ject/Leaming )lrea qratfe <Duration 
24. Pfease provitfe furtFterinformation, wnicn you feer is re{evant to yourprofessionar profife. 
APPENDIX 1: QUESTIONNAIRE 
25. POY tlie purpose oj interviews, p[ease compfete tne aates anti times you 
wou[tf 6e avaifa6fe in tne ta6fe 6erow: 
!J)ates in :M.£i tliat you aYe avaifa6fe 'limes you aYe avaifa6fe on tliese aates. 
1. 
2. 
3. 
4. 
!J)ates in 7une tnat you are avaifa6fe 'limes you are avaifa6fe on tliese aates 
1. 
2. 
3. 
4. 
!J)ates in tne fast two weeli.J in JEktnat you are 'limes you aYe avaifa6fe on tnese aates 
avaifa6fe 
1. 
2. 
3. 
4. 
'l'ftanfi.:you very mucli joryour time in compfeting tliis questionnaire. "f'ourjeea6acftis very va[ua6fe/ 
APPENDIX 2: SEMI-STRUCTURED INTERVIEW SCHEDULE 
SEMI-STRUCTURED INTERVIEW SCHEDULE 
1) Please tell me about your teaching experience? Why did you decide to become 
an OFSTED supervisor? 
2) Can you please describe to me how you see your role as a supervisor? 
What does being a supervisor actually mean? 
3) What would you say is the main purpose of your visit to a school? 
4) What would you say are the main principles of OBE with regards to teaching and 
assessment? 
5) As you are aware my research is focusing on the concept of 'differentiation' . 
What do you understand by the term "differentiation?" 
6) What do you understand by term 'diverse range of learners? What would you 
say are the key principles of teaching a diverse range of learners? 
7) What would you say are the key strategies of differentiation that you would 
expect from educators? 
8) Where in the list of priorities would you place differentiation when you 
evaluate the quality of teaching and learning? Elaborate. 
9) What evidence would you look for to show that differentiation is taking 
place? 
10) What evidence would you look for to show that differentiation is not taking 
place? 
11) Are your expectations around differentiation different for the different 
learning areas you evaluate? Elaborate. 
12) Are there any other contexts that you feel would affect your expectations 
around differentiation. Elaborate. 
13) (If time) : Do you have any questions that you would like to ask me? 
;.!l ure 1 
',8 SI!\! 
itors whether 
'Ionitors if WSE 
• ito rs what is , 
Monitors how observatiorl5 converted into documented evidence 
Monitors ogress made by team 
Monitors 
18,; 
~et 
Meet 
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APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
APPENDIX 5 
DIFFERENTIATION EXPECT A TIONS: ABILITIES 
Pace it according to their abililies PACE, ABILITIES P3 
Planning - Educator catering for learning capabilities ABILITIES P4 
Worksheet caters for different LEVEL of complexity (abilities) ABILITIES, LEVEL P4 
Don't put same abilities in groups because they can learn from one ano~her GROUPING, ABILITIES P4 
Educator must know the learners e.g. abilities ASSESSMENT, ABILITIES P6 
Organise learners into groups according to abilities GROUPING, ABILITIES P6 
Let learners with similar abilities move at a similar pace PACE, ABILITIES P6 
Learners' abilities infann your preparation before teaching ABILITIES, ASSESSMENT P6 
Grouping according to ability GROUPING GROUPING, ABILITIES P8 
All learners with different abilities paying attention ABILITIES P9 
Allleamers with different abilities are enjoying the class ABILITIES P9) 
Learning programme catering for non-gifted learners ABILITIES P 10 
Learning programme caters for different abilities ABILITIES PIO 
IOuestions in task are structured for low ability and eifted OUESTIONING ABILITIES PI 0 
DIFFERENTIATION EXPECTA nONS: APPROACH 
Understand background of leamers-have personal relationship with them APPROACH PI 
. Educator flexible-acknowledges creativity in problemsolving APPROACH PI 
Different activities in the plan must be specified APPROACH PI 
Know background of your learners APPROACH P2 
Educators must know why learners are not doing well APPROACHP2 
Know your learners APPROACH P3 
Prep must start from differentiation APPROACH P3 
Not three different worksheets as was done in the past APPROACHP3 
Does educator know her learners - fast track and special educational needs even though not documenting it APPROACHP4 
Educator to list what she'll do to enhance different types of learning APPROACH P4, 
Planning: Methodology must be learner centred APPROACHP4 
Understand and take care of values APPROACH PS 
Understand attitudes e.g. respect, love, trust APPROACHPS 
Understand behaviour and personality APPROACHPS 
Good relationships in class APPROACHPS 
Good commu nication in class APPROACHPS 
Ensure learners understand that they are all equal and treat them all the same APPROACH PS 
Consider psychomotor ski lls in planning for science APPROACHP6 
Discipline in environment- educator does not send the problem learner out of the classroom APPROACHP6 
Educator doesn't just focus on certain learners only to make others feel less important APPROACH P6 
Not to be discriminatory about high flyers and struggling learners APPROACHP7 
Be sensitive to learners APPROACHP7 
Know the learners APPROACH P8 
Making each child feel valuable APPROACH P8 
Know the learner APPROACHP8 
Educator treats each learner with respect APPROACH, BARRIERS:EMOTIONAL WELL BEING P9 
Don't belittle ifleamers achieve at a certain level APPROACH, BARRIERS:EMOTIONAL WELL BEING P9 
Educator plans a lesson and is prepared APPROACH PI 0 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
DIFFERENTIA nON EXPECT A nONS: ASSESSMENT 
Plans· different assessment techniques, tools. methods 
Plans - Learning styles and multiple intelligences for different assessments 
Learners explaining or demonstrating in different ways not just via writing 
Educator does a baseline assessment so learner can cope 
Start with a baseline to find out where learners are at 
Detcrmine prior knowledge of concept 
Know learner by having profile from past grades to track performance 
Know learner by having profile from past grades to track barriers e.g. illnesses 
Know Icarner by having profile to track social context of leamers 
Planning considers baseline knowledge 
Assessment must not be biased 
Determine the level learners are at before disseminating information 
Educator moving around to assess learner understanding and including thc·m all, helping thOse that need it 
Summative assessment forms 
Assessment records tracking individual problems 450 forms 
Comments in books 
450 forms educator records problem 
Complete learner profiles F52/53 
Problems and support to be recorded on ODE 450 forms F52/53 
Emotional problems recorded on 450 and Leamcr Profiles 
Learners abilities inform your preparation before teaching 
Educators has records 
Assessment used to support learning & Curther planning 
Needs have to be identified by educator on records 
Educator to be aware of behavioural patterns in learners to alert her about problems 
Educator to be aware of learners who lack basics 
Level of assessment i.e. 1234 or achieved, not achieved, partially achieved etc 
Learners should be part of assessment too 
crAs should allow for variation in responses 
450 Corms will show which outcomes learners struggle with 
450 Corms wi ll show which AC needs to be looked at and level of achievement 
450 forms will have numbers or symbols or words Cor different LEVEL 
LSEN learners could speak, draw, make a collage rather than write 
Tasks to allow learners to wr ite,make model, demonstrate I.e. different forms of assessment 
Assessment on the planning sheet 
Assessment should show---.l!!ovision is made for different 
Reports to show learner' s achievement and identify problems to be addressed 
Exam questions differentiated starting with easy 
Exams and tasks place easier questions first and more difficult ones after 
Leamer profile records cf family problems 
Not everyone should get 100% 
Use of rubrics 
Portfolios show learners improving their achievements and not at the same level 
Use different methods of assessment 
Know your learners LEVEL by baseline assessment 
ASSESSMENT PI 
ASSESSMENT, LEARNING STYLE PI 
ASSESSMENT PI 
ASSESSMENT PI 
ASSESSMENT P2 
ASSESSMENT P2 
ASSESSMENT P2 
ASSESSMENT P2 
ASSESSMENT P2 
ASSESSMENT P2 
ASSESSMENT P2 
ASSESSMENT, LEVEL, P3 
ASSESSMENT, SUPPORT P4 
ASSESSMENT P4 
ASSESSMENT, SUPPORT P4 
ASSESSMENT P4 
ASSESSMENT P4 
FS2lS3 ASSESSMENT P4 
ASSESSMENT, SUPPORT P4 
BARRIERS:EMOTIONAL, ASSESSMENT P4 
ASSESSMENT, ABILITIESP6 
ASSESSMENT P6 
ASSESSMENT, P6 
ASSESSMENT, P6 
ASSESSMENT P6 
ASSESSMENT P6 
ASSESSMENT,LEVEL, P7 
ASSESSMENT P7 
ASSESSMENT, LEARNING STYLE, BARRIERS:LANGUAGE, TASKS P7 
ASSESSMENT P7 
ASSESSMENT,LEVEL,PROGRESSION P7 
LEVEL,ASSESSMENT P7 
LEARNING STYLE, ASSESSMENT, TASK, BARRIERS:LANGUAGEP7 
ASS ESSMENT, TASKS, LEARNING STYLE,BARRIERS:LANGUAGE P7 
ASSESSMENT P7 
LEVEL ASSESSMENT, LEVEL, PROGRESSION P7 
ASSESSMENT P8 
QUESTIONING,ASSESSMENT P8 
QUESTIONING, ASSESSMENT, TASKS P8 
ASSESSMENT, BARRIERS:SOCIOECONOMIC BACKGROUND P8 
ASSESSMENT P9 
ASSESSMENT P9 
ASSESSMENT, LEVEL, PROGRESSION P9 
ASSESSMENT PI 0 
ASSESSMENT, LEVEL, PIO 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
Consider prior knowledge of learners ASSESSMENT PIO 
Know prior knowledge ofleamers and plan accordingly ASSESSMENT P 10 
DIFFERENTIATION EXPECfATlONS: BACKGROUND EDUCATIONAL 
Address different educationa1 backgrounds in Foundation Phase (FP) BACKGROUND:EDUCATIONAL PI 
Detennine ifleamers have had any Eraly Childhood Developemnt before FP BACKGROUND: EDUCATIONAL PI 
Considu knowledge ofleamer coming from different primary school BACKGROUND:EDUCATIONAL P2 
Don't assume learners know something in a different learning arca BACKGROUND:EDUCATIONAL P6 
Don't take for granted what they should know in a certain grade BACKGROUND:EDUCATIONAL PI 0 
Educator relates things to what learners have done before i.e. prior knowledge BACKGROUND:EDUCATIONAL PIO 
DIFFERENTIATION EXPECfATlONS: BARRIERS - EMOTIONAL WELL BEING 
Instil positivity about maths to help learners in the future grades BARRIERS:EMOTIONAL WELL BEING PI 
Educators must look at things deeply if learner is lazy e.g. emotional problems BARRIERS:EMOTlONAL WELL BEING P2 
Emotional problems recorded on 450 and Learner Profiles BARRIERS:EMOTIONAL, ASSESSMENT P4 
450 forms for emotional problems BARRIERS: EMOTIONAL WELL BEING P6 
Body language of learners to show they understand EMOTIONAL WELL BEING P7 
Address fears and concerns of learner BARRIERS: EMOTIONAL WELL BEING P8 
Sensitivity BARRIERS:EMOTIONAL WELL BEING P8 
Educator treats each learner with respect APPROACH, BARRIERS:EMOTIONAL WELL BEING P9 
Don't belittle iflearncrs achieve at a certain level APPROACH, BARRIERS:EMOTIONAL WELL BEING P9 
Confident learners BARRlERS:EMOTIONAL WELL BEING PIO 
Learners seem comfortable in class BARRlERS:EMOTIONAL WELL BEING PIO 
Address learners who are less confident BARRIERS:EMOTlONAL WELL BEING PIO 
Learners with hie:h self-esteem BARRIERS:EMOTlONAL WELL BEING PIO 
DIFFERENTIATION EXPECTATIONS: BARRIERS - LANGUAGE 
Explain mathematical language to avoid discrepancies with similar words BARRIERS: LANGUAGE PI 
Explain mathematical language to understand content BARRIERS: LANGUAGE PI 
Make allowances for learner who cannot express himself but has the idea BARRIERS:LANGUAGE PI 
Teach correct mathematical language BARRlERS:LANGUAGE PI 
Planning addresses mathematical terminology by different questions BARRIERS: LANGUAGE PI 
Codeswitching in Grade 4,5,6 when the LOLT is not the mother tongue oflcarner BARRIERS:LANGUAGE PI 
Recognise that black learners speak different languages e.g. Zulu, Sotho Zulu, Sotho BARRIERS: LANGUAGE PI 
Consider language barriers and accommodate learners who've never seen a frog for e.g. by pictures BARRIERS:LANGUAGE, RESOURCES P2 
Group learners to address certain barriers e.g. language BARRIERS:LANGUAGE, GROUPING P2 
Consider cultural/racial bias in language c.g. calling a ball a tennis, plastic bag called a checkers BARRlERS:LANGUAGE P2 
Don't put children in one dass together if they don't understand the LOLT of the school BARRIERS:LANGUAGE, GROUPING P2 
Is the eduactor aware of the language, background ofthe learners in the school BARRIERS: LANGUAGE P2 
LS Educator explain terms for 2nd language learners so that barriers are limited BARRIERS:LANGUAGE FS8 P4 
Organise groups according to language they can cope with GROUPING, BARRIERS:LANGUAGE P6 
Address learners not nuent in English, BARRIERS: LANGUAGE, P7 
CfAs should allow for variation in responses ASSESSMENT, LEARNING STYLE, BARRIERS: LANGUAGE P7 
Tasks to allow learners to write, make model, demonstrate ie different forms of assessment ASSESSMENT, TASKS, LEARNING STYLE, BARRlERS:LANGAUGEP7 
LSEN learners could soeak draw, make a collage rather than write for eg LEARNING STYLE ASSESSMENT TASKS, BARRIER:LANGUAGE P7 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
different socio-economic backgrounds 
social barriers and accommodate learners who've never seen a frog e.g. by pictures 
by having profile to track social context of leamers 
Consider social background (context) of learner 
Sensitivity to family background t.g. single parents 
Worksheet sensitive to family life 
Considers learners who don't have resources e.g. calculators, 
Greater explanation given to learners who haven't seen objects such as a kettle in maths when referring to shapes F46 
Consideration of poor background affecting reSources avalibility 
Take transport into consideration if intervention after school 
Considers the problems that the kid might have at home c.g. family life 
learners circumstances 
profile records of family problems 
have homogenous classes 
heterogeneous classes 
Include alileamers (one is not better than another) IAddress needs of different learners 
alileamers: educator moving from one table to another i.e. the brighter, middle & weaker learners 
all learners' needs 
IEducator catering for different kinds of learner in planning 
learners individual attention by educator 
slower kids more remedial individual help 
attention 
treats each learner as an individual 
disabilities 
disabilities e.g. partially sighted learners 
Address physically disabled learners 
Consider learners that need medication 
Sensitive to a leamer who might have a problem a spatial er perceptual 
Plan should have a section on LSEN e.g. physical needs, 
Address short/long sighted learners 
Address learners with problems related to shapes and colours, dyslexia 
Ltarninl!: programme caters for di sab ilities 
of mild disabilities 
Different methods of teaching partially sighted 
IDifferent methods ofteachine partially deaf 
blind 
BARRIERS: SOCIO-ECONOMIC, 
ASSESSMENT, BARRIERS:SOCIO-ECONOMIC 
BARRIERS:SOCIO-ECONOMIC BACKGROUND 
BARRlERS:SOCIO-ECONOMIC BACKGROUND 
BARRIERS:SOCIO-ECONOMIC 
BARRIERS:SOCIO-ECONOMlC, RESOURCES 
BARRlESR:SOCIO-ECONOMIC BACKGROUND 
BARRIERS:SOCIO-ECONOMIC, RESOURCES 
BARRIERS:SOCIO-ECONOMlC, RESOURCES 
BARRIERS:SOCIO-ECONOMIC BACKGROUND 
BARRlERS:SOCIO-ECONOMIC BACKGROUND 
ASSESSMENT, BARRlERS:SOCIO-ECONOMIC BACKGROUND 
CATERING FOR EVERY INDIVIDUAL LEARNER 
CATERING FOR EVERY INDIVIDUAL LEARNER 
CATERING FOR EVERY INDIVIDUAL LEARNER 
CATERING FOR EVERY INDIVIDUAL LEARNER 
CATERING FOR EVERY INDIVIDUAL LEARNER, TEACHING STYLE 
CATERING FOR EVERY INDIVIDUAL LEARNER 
CATERING FOR EVERY INDIVIDUAL LEARNER 
CATERING FOR EVERY INDIVIDUAL LEARNER, 
CATERING FOR EVERY INDIVIDUAL LEARNER 
DISABILITIES 
DISABILITIES 
DISABILITIES 
DISABILITIES 
DISABILITIES 
DISABILITIES 
BARRIERS:DlSABILITIES 
DISABILITIES 
DISABILITIES 
DISABILITIES 
DISABILITIES 
DISABILITIES 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
Parlially sighted resources to be more touch base/hands on RESOURCES, DISABILITIES PIO 
Considers materials to be used in learning programme for disabled DISABlLlTlES, RESOURCES PIO 
Partially sighted leaTers tasks makes them look less at board T ASKS,DISABlLlTlES P 10 
Learners with psychomotor difficulties, less hands on work and more oral TASKS DISABILITIES PIO 
DIFFERENTIATION EXPECTATIONS: DIVERSITY 
No gender Tole bias in materials DIVERSITY, RESOURCES PI 
No racial role bias in materials e.g. white shop keepers and black customers DIVERSITY, RESOURCES PI 
Not promote ethnic groups that could cause problems later BACKGROUND:CULTURE PI 
Cultural events in schools to appreciate uniqueness of cultures e.g. food BACKGROUND: CULTURE PI 
Understand and take care of diversity in culture DIVERSITY, PS 
Understand and takes care of diversity in personalities DIVERSITY PS 
Understand different cultural background DIVERSITY PS 
Consideration of different cultures eg eating from same plate DIVERSITY PS 
Consideration of backgrounds eg learner gives answer before even asked DIVERSITY PS 
Consideration of cultural behaviour DIVERSITY PS 
DIFFERENTIATION EXPECTATIONS: EXPANDED OPPORTUNITIES 
Bright ones give extra opportunities EXPANDED OPPORTUNITIES P3 
Weaker ones expanded opportunities to get it right or for consolidation EXPANDED OPPORTUNITIES P3 
Expanded opportunities for bright= higher level progression EXPANDED OPPORTUNITlES, PROGRESSION P3 
Educator preparation -expanded opportunities for learners EXPANDED OPPORTUNlTlES P3 
Expanded opportunities in learning programmes EXPANDED OPPORTUNITlES P3 
Plan: expanded opportunities for bright learners EXPANDED OPPORTUNITIES P3 
Plan: expanded opportunities for average learner EXPANDED OPPORTUNITIES P3 
Expanded opportunities for those who can cope with lesson EXPANDED OPPDRTUNlTlES P3 
Plan:expanded opportunities for progression at higher level(not merely keep them busy) EXPANDED OPPORTUNITlES, PROGRESSION P3 
Address struggling learners with expanded opportunities EXPANDED OPPORTUNITIES P7 
Plan should have section on expanded opportunities EXPANDED OPPORTUNITlES P7 
DIFFERENTIATION EXPECTATIONS: GROUPING 
Able learner explaining to less able learner in groupwork GROUPING PI 
Making learners aware that they are a resource to themselves GROUPING PI 
Learners active in groups GROUPING PI 
Use grouping but not regularly GROUPINGP2 
Different LEVEL within grouping GROUPING, LEVEL P2 
Peers can assist in mediating content GROUPINGP2 
Wholeclass teaching. group teaching. individual teaching GROUPINGP2 
Group learners to address certain barriers e.g. language GROUPINGP2 
Don't put children together in one class iftbey don't understand the LOLT of the school BARRlERS:LANGUAGE, GROUPING P2 
Group together if struggling and focus on them whilst others are constructively busy GROUPINGP3 
Sometmes peer helping another learner GROUPINGP3 
Don't make obvious groups for bright, middle and weak leamers GROUPINGP3 
Different groupings (planning) GROUPINGP4 
Grouping of learners according to some criteria GROUPINGP4 
Maximum participation from learners in groupwork by assigning different roles to them GROUPIN~ 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
Don't put same abilities in group because they can learn from one another GROUPING, ABILITIES P5 
Organise learners into groups according to abilities GROUPING, ABILITIES P6 
Challenge some groups to move faster PACE, GROUPING P6 
Organise groups according to language they can cope with GROUPING, BARRlERS:LANGUAGE P6 
Educator to reorganise groups for similar needs GROUPING, P6 
Teach different groups simultaneously GROUPING, TEACHING STYLE P6 
Grouping GROUPINGP7 
Learners struggling can be placed in a group for peer learning GROUPING, SUPPORT P7 
Different groups doing differenL things c.g. posters. collage, writing TASKS, GROUPING P7 
Use stronger kids to show other children SUPPORT, GROUPING P8 
Grouping according to ability ABILITIES, GROUPING P8 
Better learners assist others GROUPING P8 
Plan activities for all groups GROUPING, TASKS P9 
Group learners GROUPING PI 0 
DIFFERENTIATION EXPECTATIONS: INTEREST 
Considering the interests of the learners P2 
LA policies must encourage educator to plan differently to make curriculum more interesting to allieamers INTEREST, SCHOOL LOGISTlCS P2 
Learners show a n interest in their work INTEREST PIO 
Address the interest of lea rners in tasks bv knowine them INTERESTS TASKS, P8 
Middle and hieh learners give pro' ects that interest them ~RES~TASKS, P8 
DIFFERENTIATION EXPECTATIONS: LEARNING STYLE 
Plans show learning styles and multiple intelligences different assessments LEARNING STYLE PI 
Learners explaining or demonstrati ng in different ways not just via writing LEARNING STYLE PI 
Different learning styles:learners can demonstrate in different ways, not just by writing LEARNING STYLE PI 
Every learner not doing something in exactly the same way LEARNING STYLE P3 
Planning- Educator catering for learning styles LEARNING STYLE P4 
Worksheet caters for different leami ng styles LEARNING STYLE P4 
Worksheet covers exploratory, investigative. writing etc activities to address learni ng styles TASKS, LEARNING STYLE P4 
Lesson plan addresses learning styles LEARNING STYLE P4 
Learni ng style visual-lots of graphics and colours LEARNING STYLE, RESOURCES P4 
Learning style auditory-more teac her talk LEARNING STYLE, TEACHING STYLE P4 
Activities to cater for different types of learners LEARNING STYLE, TASKS P4 
Lesson plan activities for auditory, visual learners LEARNING STYLE F58 P4 
Cater for left brain right brain P4 LEARNING STYLE 
LSEN learners could speak, draw, make a collage rather than write for e.g. LEARNING STYLE, ASSESSMENT,TASKS, BARRIERS:LANGUAGE P7 
CT As should allow for variation in responses ASSESSMENT, LEARNING STYLE, BARRIERS: LANGUAGE P7 
Tasks to allow learners to write. Make model, demonstrate i.c. different forms of assessment ASSESSMENT, TASKS, LEARNING STYLE P7 
A mixture oitheoretical and practical work to cater for practica l and theoretical mind TASKS, LEARNING STYLE, P9 
Work given for differenllearning styles LEARNING STYLE PI 0 
Partially sighted look less at board LEARNING STYLE PIO 
Accommodate learners who have a different way of showine things LEARNING STYLE TEACHING STYLE P 10 
DIFFERENTIATION EXPECTATIONS: LEVEL 
l~xpl3ln m~ms a~me eve 01 earner 7EY~iTeve 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
Increase level of complexity for intelligent learner LEVEL PI 
Differentiate between lenl of complexities in activities for two groups LEVEL PI 
Different LEVEL within grouping GROUPING, LEVEL P2 
Detennine the level learners an~ at before dissiminating information LEVEL, ASSESSMENT P3 
Extra activities for another level LEVEL, TASKS P3 
LEVEL of difficulty in activities LEVEL, TASKS P3 
Cater for different LEVEL P3 
Easier work for weaker learners who arc behind LEVEL P3 
Progression not educator keeping learner busy extra work but about taking them to a HL to stimulate their thinking LEVEL,PROGRESSION P3 
Brighter learners doing the same thing in a more complex way LEVELP3 
Gifted learners doing more advanced types of applications LEVEL P4 
Worksheet caters for learners to explore different types of thinking LEVELP4 
Worksheet caters for different LEVEL of complexity (abilities) ABILITIES, LEVEL P4 
Different LEVEL of difficulty in projects LEVEL, TASKS P6 
Challenging as well as basic tasks (multitask approach) assignments, projects, LEVEL of difficulty in projects LEVEL TASKS P6 
Rubrics will show different LEVEL for performance for each criteria LEVEL P6 
Tasks differentiated accordine to difficultv !level throughout phase TASKS,LEVEL P6 
Tasks in portfolio must be at different LEVEL LEVEL LEVEL P6 
Provis ion must be made for all LEVEL ofle:ame:rs LEVEL, P7 
Level of assessment i.e:. 1234 or achieved, not achieved, partially achieved etc ASSESSMENT,LEVEL P7 
Educator speaks at the: right level LEVEL P7 
450 fonns will show which AC needs to be looked at and level of achievement ASSESSMENT, LEVEL, PROGRESSION P7 
450 forms will have numbers or symbols or words for different LEVEL LEVEL, P7 
Assessment should show provision is made for different LEVEL LEVEL ASSESSMENT, LEVEL, P7 
Different LEVEL of questioning in classwork as well as exams QUESTIONING, LEVEL P8 
Different kind of questions -TF missing word, paragraph, picture QUESTIONING, LEVEL P8 
TrueIFaJse questions need to progress in difficulty too, they shouldn't just be easy questions QUESTIONING, :LEVEL P8 
Pitch work at a level that learners can do LEVEL P9 
Portfolios show learners improving their achievements and not at the same level ASSESMENT,LEVEL, PROGRESSION P9 
Work is pitched at the right level LEVELP9 
Know your learners LEVEL by baseline assessment ASSESSMENT, LEVEL PIO 
DIFFERENTIATION EXPECTATIONS: LABELLING 
Not labelling LABELLING PI 
No labelling ofleamers as stupid LABELLING P6 
Child must not be labelled P6 
DIFFERENTIATION EXPECTATIONS: PROGRESSION 
Amount of work increases per grade KEY HL::: Higher level 
Address multigrade classes by increasing complexity PROGRESSION PI 
Concepts must be related to what has been taught before PROGRESSION PI 
Conceptual progression e.g. fractions then decimals PROGRESSION PI 
Learners that don't understand link previous concepts with Dew PROGRESSION PI 
Use prior knowledge to build on/make links with PROGRESSION P2 
Planning considers baseline knowledge ASSESSMENT, PROGRESSION P2 
Know learner by having profile from past grades to track performance PROGRESSION P2 
~arners have made progress from the beginning of the year to the end 
_ _ __ __ PROGRESSIOI'ol~ 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
LeWllers have made progress from the entry level to tbe exit level across many grades PROGRESSION P2 
Expanded opportunities for bright= higher level progression EXPANDED OPPORTUNITIES, PROGRESSION P3 
Plan:expanded opportunities for progression at higher level (not merely keep them busy) EXPANDED OPPORTUNITIES, PROGRESSION, P3 
Progression not educator keeping learner busy extra work about taking them to a HL to stimulate their thinking PROGRESSION, LEVEL P3 
Extra work is marked for developmenU progression for higher level rather just given to keep learner busy PROGRESSION P3 
Educator tracking progression PROGRESSION P3 
450 forms show how educator is tracking development PROGRESSION P4 
Rubrics will show progression ASSESSMENT ASSESSMENT, PROGRESSION P6 
Leamer achievement records will show that they are all making progress PROGRESSION P6 
AJlleamers should be making some progress PROGRESSION P6 
Track progress continuously on 450 forms for slow learners PROGRESSION P6 
Learners are attaining outcomes PROGRESSION P7 
450 forms will show progress made by learner PROGRESSION, P7 
450 forms will show which AC needs to be looked at and level of achievement ASSESSMENT, LEVEL, PROGRESSION P7 
Progression ofleamers from g.-ade 4-6 PROGRESSION P7 
Portfolios show learners improving their achievements and not at the same level ASSESSMENT, LEVEL, PROGRESSION P8 
DIFFERENTIATION EXPECTATIONS: POLITICAL STANCE 
Considers learners political background POLITICAL STANCE PIO 
Educator to consider her own political ideologies POLITICAL STANCE P 10 
Instill political awareness in learners PIO 
DIFFERENTIATION EXPECTATIONS: PACE 
Consider pace PACE PI 
P lanning pace of work PACE P2 
Some learners doing less questions if they write slower TASKS, PACE P3 
Some learners doing less questions if they take longer to understand TASKS, PACE P3 
Pace it according 10 their abilities PACE, ABILITIES (P3 , Il , L58Ij 
Every learner not doing exactly the same thing at the same time PACE, TASKS P3 
Plan: expanded opportunities for those that might not work as fast EXPANDED OPPORTUNITIES, PACE P3 
Planning- Educator catering for pace PACE P4 
Activities are structured differently for fast pace learners (worksheets) TASKS, PACE P4 
Activities given at different times (Planning) PACE P4 
Plan :Everyone is working at the same pace on different activities PACE, TASKS P4 
Let learners with similar abilities move at a similar pacc PACE, ABILITIES (P6, Il , LI044- I055j 
Challenge some groups to move faster PACE, GROUPING P6 
Educator not rushing learners to complete tasks PACE, P6 
More time on daily and weekly plan to address pace PACE, TIME P6 
DIFFERENTIATION EXPECTA TIONS:QUESTIONING 
Plan:challenging questions within concept being taught e.g. application QUESTIONING PI 
Learners that don't understand ask probing questions QUESTIONING PI 
Rephrase and readjust questions P7 
Differentiated questions QUESTIONING QUESTIONING P8 
Adapt your questions QUESTIONING QUESTIONING P8 
Learners books questions differentiated QUESTIONING P8 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
Questions differentiated starting witb easy QUESTIONING, pg 
Exams and tasks place easier questions first and more difficult ones after QUESTIONING, ASSESSMENT, T ASKSP8 
Different LEVEL of questioning in classwork as well as exams QUESTIONING, LEVEL P8 
Different kind of questions -True/Falsc missing word, paragraph. picture QUESTIONING, LEVEL P8 
TrueIFalse questions need to progress in difficulty too, they shouldn't just be easy questions QUESTIONING, :LEVEL pg 
Leamer books must have a slight variation in questions TASKS, QUESTIONING pg 
Questions in task are structured for low ability and gifted QUESTIONING, ABlLlTlES P 10 
Average learners should be able to handle knowledge and analysis type questions QUESTIONING, PI 0 
Teaching should be pitched up for th e gifted and lowered for slower learners i.e. in questioning QUESTIONING PIO 
DIFFERENTIA nON EXPECTATIONS: RESOURCES 
No gender role bias in materials DIVERSITY, RESOURCES PI 
No racial bias in materials e.g. white shop keeper and black customers DIVERSITY, RESOURCES PI 
Educator providing alternatives to reach outcomes e.g. using counters RESOURCES PI 
Materials you give them are related to constitutional issues PI 
Planning considers resources to be used RESOURCES P2 
Use different media in lessons e.g. chalk boards. pictures at the beginning RESOURCES P2 
Using resources to explain something e.g. number lines. counters RESOURCES P3 
Consider language barrier-s and accommodate learners who've never seen a frog for e.g. by pictures BARRlERS:LANGUAGE, RESOURCES P2 
Different resources e.g. worksheets, different textbooks, other media RESOURCES P4 
Different types of resources RESOURCES P4 
Learning style visual-lots of graphics and colours LEARNING STYLE, RESOURCES P4 
Have resources available for learners RESOURCES P4 
Consider learners who don't have resources c.g. calculators RESOURCES, BARRlERS:SOCIO·ECONOMIC P4 
No resources then use context e.g. vegetable garden, parallel rows RESOURCES,REAL LIFE CONTEXT F48/49 P4 
Educator uses resources from learners real life ex periences e.g. coke cans, beads RESOURCES, REAL LIFE CONTEXT P4 
Take transport into consideration if intervention after school BARRIERS:SOCIOECONOMIC, RESOURCES P6 
Worksheets should have different examples e.g. pictures, diagrams RESOURCES P7 
Different resources for partially deaf and partially blind RESOURCES, DISABILITIES PIO 
Partially sighted resources to be more touch base/hands on RESOURCES, DISABILITIES PI O 
Considers materials used in learning programme for disabled RESOURCES DISABILITIES PI O 
DIFFERENTIATION EXPECTATIONS: SCHOOL LOGISTICS 
Differentiation is encouraged in the learning area policies SCHOOL LOGISTICS P2 
Learing area policies must encourage educator to plan differently to make curriculum more accessible to all learners SCHOOL LOGISTICS P2 REPEAT? 
Lea rning area+A24 policies must encourage educator to plan differently to make curriculum more interesting to allieamers SCHOOL LOGISTICS, INTEREST P2 
Does school place educators accordin!!: to expertise with certain learners e.2. with barriers SCHOOL LOGISTICS P2 
DIFFERENTIATION EXPECTATIONS: REAL LIFE CONTEXT 
Explain things in different ways e.g. use concrete examples or real life examples REAL LIFE CONTEXT PI 
Make maths usable in everyday life REAL LIFE CONTEXT PI 
Link maths to real life experiences REAL LIFE CONTEXT PI 
Link maths to real life problemsolving REAL LIFE CONTEXT PI 
Use contextual examples related to real life to explain concepts to learners REAL LIFE CONTEXT PI 
Educator uses resources from learners real life experiences e.g. coke cans, beads RESOURCES, REAL LIFE CONTEXT P4 
No resources then use context e.g. vegetable garden, parallel rows RESOURCES, REAL LIFE CONTEXT P4 48iF49 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
Content within an appropriate context REAL LIFE CONTEXT P4 
Educator using appTopriate examples from learners background when discussing concepts e.g. time REAL LIFE CONTEXT P4 
Content oflesson related to learners' context e.g. huts, houses REAL LIFE CONTEXT P5 
Use something from learners' environment to explain a concept REAL LIFE CONTEXT P9 
Relate Ihine:s to what learners know REAL LIFE CONTEXT PIO 
DIFFERENTIATION EXPECTATIONS: SUPPORT 
Different levels of support e.g. level I urgent support SUPPORT PI 
Assist learners that need more support SUPPORT PI 
Completion of 450 forms to provide learner support SUPPORTPl 
450A·D forms. Form A completed, outlining programme of action for individuals who need support SUPPDRTP4 
Problems and support to be recorded on GDE 450 forms F52153 ASSESSMENT, SUPPORT P4 
Completed 450 forms to indicate differentiation will form part of support and intervention SUPPORT F58 P4 
450 forms for learners that need additional support SUPPORTP6 
Strategies on 450 form that will support learners who need additional support SUPPORTP6 
Additional support/remedial measures for LSEN SUPPORT P7 
DIFFERENTIATION EXPECTATIONS :TASKS 
Differentiate exercises in terms of challenges TASKS PI 
Planning considers volume of work in task TASKS pi 
Different activities TASKS P3i 
Learners' books have extra activities TASKS P31 
Learners books look different not the same TASKS P3 
Extra activities in planning TASKS P3 
Extra work for stimulation for learners who are doing exceptionally well TASKS P3 
Some learners doing less questions if they write slower TASKS, PACE P3 
Less number of questions for some learners TASKS P3 
Some learners doing less questions if they take longer to understand TASKS, PACE P3 
Every learner not doing exactly the same thing at the same time PACE, TASKS P3 
Every learner not doing something in exactly the same way TASKS, P3 
Extra activities for another level LEVEL, TASKS, P3 
Level of difficulty in activities LEVEL, TASKS P3 
Worksheets- differentiated activities TASKS P4 
Activities ask learners to do different kinds of activities (Worksheets) TASKS P4 
Activities are structured differently for fast pace learners (worksheets) TASKS, PACE P4 
Activities given at different time TASKS, PACE P4 
Remedial and developmental activities in books of some learners TASKSP4 
Plan: differentiated activities for fast track and slow learners TASKSP4 
Plan :Everyone is working at the same pace on different activities PACE, TASKS P4 
Worksheets basic and abstract activities TASKS P4 
Worksheet tasks not rigid TASKS P4 
Worksheet covers exploratory, investigative, writing etc activities to address learning styles TASKS, LEARNING STYLE P4 
Activitit.s to cater for different types of learners TASKS, LEARNING STYLE P4 
Worksheets have graded activities TASK, F58 P4 
Challenging as well as basic tasks (multitask approach) assignments, projects, level of difficulty in projects LEVEL, TASKS P6 
Different types of tasks e.g. projects TASKS P6 
Different LEVEL of difficulty in. projects 
-- -- -- - -- - - - --- --- -
LEYEL, TASKS P6 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
common and difrerenl taskS that they can cope 
differentiated according to difficulty !level throughout phase 
Common tasks done by allieamers in books 
Number of tasks less for struggling leamers 
Differenl activity sheets 
Different tasks on planning 
Different tasks in portfolio i.e. learners portfoliOS will look different 
Different work for high flyers and struggling learners 
learners could speak, draw, make collage rather than write for e.g. 
IDifferent groups doing different things e.g. posters. collage, writing Displays of differenl type of tasks 
to allow learners to write, make model, demonstrate i.e. different forms of assessment 
different tasks TASKS P8 
IArirlrP<:<: the interests of learners in tasks by knowing them 
and high learners give projects that interest them 
and tasks place easier questions first and more difficult ones after 
activities for all groups 
of theoretical and practical work to cater for practical and theoretical mind 
different tasks 
IProvide alternatives to achieve the same outcomes for able and slow 
shows how to explain same concept in a different way 
shows keep intelligent learners busy whilst you help slow leamers 
ILearners participating Adapt teaching strategies methodologies to make curriculum accessible Consolidation opportunities for weaker ones 
something more than once ifneeded 
methods to explain something 
many ways of saying the same thing in one lesson 
: educator moving from one table to another i.e. the B.M,W learners 
Methodology- educator moving around to different groups 
Methodology- different kinds of learning at the same lime 
Educator interacting with individual learners if doesn't understand 
Give more explanation to some learners 
Learners given opportunities to share findings with one another 
Learners given opportunities to give feedback to educator 
auditory-more teacher talk 
participation 
moves around, observes and gives feedback to learners 
with DrobJem learner by engaging with himlher 
TASKS, LEVEL 
TASKS 
TASKS 
TASKS 
TASKS 
TASKS 
TASKS 
LEARNING STYLE, ASSESSMENT, TASKS, BARRIERS:LANGUAGE 
TASKS, GROUPING 
TASKS,TEACHING STYLE 
ASSESSMENT, TASKS, LEARNING STYLE ,BARRIERS:LANGUAGE 
TASKS 
TASKS, INTERESTS 
TASKS, INTERESTS 
QUESTIONING, ASSESSMENT, TASKS 
GROUPING, TASKS 
TASKS, LEARNING STYLE, 
TASKS P 
T ASKS,DlSABILITIES P 
TEACHING STYLE PI 
TEACHING STYLE PI 
TEACHING STYLE PI 
TEACHING STYLE PI 
TEACHING STYLE 
TEACHING STYLE 
TEACHING STYLE 
TEACHING STYLE 
TEACHING STYLE 
CATERING FOR EVERY INDIVIDUAL LEARNER, TS 
TEACHING STYLE 
TEACHING STYLE 
TEACHING STYLE 
TEACHING STYLE 
TEACHING STYLE, 
TEACHING STYLE 
LEARNING STYLE , TEACHING STYLE 
GROUPING, TEACH 
TEACH 
APPENDIX 5: DIFFERENTIATION EXPECTATIONS 
Simplifying things for leamers to understand TEACHING STYLE, P6 
Worksheets should have different uamples e.g. pictures, diagrams TEACHING STYLE P7 
Educator getting across to learners TEACHING STYLE P7 
Displays in class should be current work TEACHING STYLE P7 
Displays of different type of tasks TASKS,TEACHING STYLE P7 
Responses from learners taken from a variety of learners i.e. not just from one group TEACHING STYLE P7 
Planning and adapting class didactics/strategies in class TEACHING STYLE P8 
Be prepared TEACHING STYLE P8 
Not empty classrooms TEACHING STYLE P8 
No textbook teaching TEACHING STYLE P8 
Adapting their planning as they go along: ifnecessary TEACHING STYLE P8 
Good didactical activities e.g. science lesson diverts affla a life lesson if appropriate need arises TEACHING STYLE P8 
Things on walls to stimulate learners i.e. not empty classrooms TEACHING STYLE P8 
Address top, average, slow kids TEACHING STYLE P8 
Every learner participates TEACHING STYLE P8 
Use different teaching styles/methods which mean educator needs to be well prepared TEACHING STYLE P8 
Encourage learners to go beyond themselves TEACHING STYLE P9 
Educator explains a new concept in more than one way TEACHING STYLE P9 
Different teaching styles-lecture, Q&A, discovery, enquiry, working individually TEACHING STYLE PIO 
Know how your learners learn and plan accordingly TEACHING STYLE PI 0 
Educators are confident when they answer questions TEACHING STYLE PIO 
Learner participation TEACHING STYLE PIO 
Educator uses different methods of teaching TEACHING STYLE PIO 
Educator anticipates questions in planning and is able to answer most oftbe questions TEACHING STYLE PI 0 
Educator relates things to what learners have done before TEACHING STYLE PIO 
Accommodate learners who have a different wav of showin!! thin!!s LEARNING STYLE , TEACHING STYLE PIO 
DIFFERENTIATION EXPECTATIONS: REFLECTIVE PRACTICE 
Educators need to reflect REFLECTIVE PRACTICE P2 
When I look back I can say REFLECTIVE PRACTICE P7 
APPENDIX 6 
LEARNING AREAS, GET BAND, PRIORITIES 
PI P2 P3 P4 PS 
Different:depends on Different:practical work in 
LAs Same task some LAs Same 
Not anymore 
Very very important I'll put it Place it very high on my list of important than 
P Very important Very very important right on top !priorities anything else 
FIS 
Same 
P6 P7 P8 P9 PIO 
Same:except psycho-
LAs motor use' Different Similar principles Similar Similar principles 
Most important in Very very important .. 6 out of Very close to the top, very high on 
P Very important planning 10 my list Very important 
, 
, 
More sensitive grouping in Increases: levels 
FIS S Increases Decreases Increases because difficult concepts different 
Key : Italics denotes direct quotes 
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